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The rollouin- case ctudy one ln a Leries o1 rive dealing with

! ~
innovatzon in educution. All th- stuuies are aescriptive in nature and,
a3 the vork oI Iive aitlerent autaors wr.tins in taelir personal capac-
ity, they represent rive gy :te indivinel svnt.'ses and interpretations
of vnut arounts of in’o wmatzon., Yet ta  contusion that mi_ht be expected
fror. this metnod does not result. What emerges from these studies is
irstead a reauscnnbly coherent statement of educational responses to the
post-war uemanus of many more gpeople for more and batter education,

Pernaps it 1s not remarkable that the demands have been exerted

50 consistently on such a varietv of nations, nor that the response to
them ras for the most part oeen so0 quicx and positive., Th: nations
examined in tnis book are remarkatly similar in that all have a long
and honourable traditvion of public educwtion, an industrialised economy
and a nhich standard of living. At first glance it even appears that
their solutions to the problems poced by recent educational cemands -
are unusually cimilar: structural reform, curricular reform, compen-
satory and/or indiviaualised learring systems - examples of each are
easy to find in any setting. Yet a closer reading of the five case
tudies reveals wide and interesting variations: in priorities, in
perceived soluticn., in strategies evolved or developed to implement
tiem, )

Such variety or course reflecss to a large extent differences in
'naticnal climate!, that peculilar coxrination of valueg, objectives,
aims and administrative tradition which, aside frow language, makes a
nation distinctive. The explication of these uifferences is thus a
hidden theme of the iive case studies taken as a wkole, and an under-
starding' of this hiduen theme is necessary to illuminate the more
obvious themes of change and growth.

An explanction of tanis point can be found by cowparing, even
superricilally, Jcandinavian countiries such ag liorway and oweden on the
one hana ard the Unitea .tates of America on the other. At least from
the viewpoint ot the outcide observer, .orway and Sweaen have much in
comaon. Both relatively small in term: of population, tiey can also
cluim a remarkably unified_social :anu value structure. Furthermore,
their style - if such a/feneralication can ve made - seens to be to
nave 2 clear idea of ~gals unu tren to set about wethodically reaching
them, Thig process iwided by the existence of strong central govern=-
zents walch are a; to plan andi to le.iclate with a reasonably clear
asourance tnat they propose will be achieved. Thug there exists
in lorway tne .f£iticnal Council for Innovation in Jdducation whose
randate it ic t¢ wmake reality or reiorm laws pacced by the ceniral
Pariiament. The Warliarent, concerned in rocent years with "large
nuectiony of tane role of .cuools in Bdciety", ana cure enou.ch of its
conuviiuerey, nas concerncd itself lurrcoly with shtructural reform and
new currlcula - on a ratiomal ccule,
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'he situation in the United otates is quite different, even if
the question of relative size of total population is ignored. The
American federal government is based on a system of checks and balances
so fine that it is often hard to determine either the source of impetus
or its ultimate manifestation. The situation is further complicated by
the well-protected existence of states' rights - particularly the con-
trol of education - and, once the issue of taxation is raised, by muni-
cipal and regional claims as well, Perhaps more important, the rich
diversity of the american population inevitably means conflicting social
and ethnic interests, values, and views of national priorities. The past
decade of American life has indeed been one of fast-changing goals and
objectives and of massive social upheaval. Much of the upheaval has
connected itself tO education and made demands accordingly: in the light
of this political and ‘social background, it is not surprising that
American education responded by producing such a variety of innovations
in every area and at every level that the final array can be quite be-
wildering, whilst at the same time providing a vast reservoir of exper-
ience for others,

England and the Federal Republic of Germany likewise provide differ-
ences quite distinctly their own. Writing of her own country's approach
to recent educational change, the author of the English case study notes

" ... the Engzlish style is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except
in the most general sense wanich inspired the last major education
act: the need to widen opportunities and eliminate the poverty
both of.individual children and of +the public provision of
education. (1) There is no national plan for education, no law
which specifies where development is necessary as in some OECD

_countries, There is almost no theory. The point is characteris-
tically made in a recent major report on education (2): 'Ve
invited the help of a number of distinguished educationists and
professors of educational philosophy ... They all confirmed the
view that general statements of aims were of limited value and
that a pragmatic approach to education was likely to be more
fruitful,'"

The reference to "two decades of non-reform" in German education,
a phrase coined by Professor 5,B. Robinsohn, is slowly becoming eroded,
especially duriny the last two years, which have been marked by funda-
mental changes in many parts of the school system. With increasing .
co-operation between the Linder and with the initiatives of the new
Ministry for Education and Science, thc need for a more systematic
approach to educ-tional reform, and especially to educational experi-
mentation, seems more important in Germany today than in many other
countries,

Despite these differences in background and style, the five country
studies do show on> overriding problem in common: the need to change and
improve their educational systems, Furthermore, as their experience
increases, they all face the reality that explicit measures to facilitate
the management of educational change are necessary, that innovation and
improvement cannot be haphazardly left to chance.

»
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. "Rapid advance in education research, development and attual
instructional innovation will be impossible until a pattern of order
and effective co-operation is established among school districts, state
school offices, universities and federal funding agencies. Although
many excellent things are now being done, a survey of the nation as a
whole would show a discouraging lack of systematic effort and a waste
of time, energy, and resourcqs."

Committee for Economic Development, 1968.

"+o. fundamentally the public schools have not changed to meet
this rapidly changing society. This is particularly true of public
school systems in large cities. I say this with full knowledge of the
many, many innovative devices, procedures and concepts which have been
introduced into the public schools of large cities by forward-looking
and dedicated staff members. But I repeat, the general pattern of the
public school has not changed to meet a vastly changing society."

Bernard Donovan, Superintendent of Schools, New York City, 1967.

"The changes reported by California school districts indicate that
a revolution is taking place, characterized by increased specialization
of assignment of teachers, the development of specific instructional °
programs for groups of students with identifiable special characteris~
tics, and applications of new technology." C

Donald Johnson, Administrative Consultant, Bureau of National Defense,
tducation Act Administration, Department of fZducation, State of
.California, 1963,

+




I. SOURCES OF PRESSURE FOR INNOVATION

Educational innovation is only a small part of educational change -
that part which consists of technical or social inventions deliberately
implemented. Rapid educational change in the United States during the
last two decades has brought strong pressures for innovation. There has
been an accelerating democratization of higher schooling. High school
graduation, formerly the privilege of a minority, has vecome the pre-
rogative or the majority and the norm as well, so that those who do not
complete nigh school are now stigmatized as "dropouts".* They are
supposedly unemployable in a post-industrial occupational structure
wnlch hag an increasing proportion of professional, technical and white
coliar jobs and declining proportion of blue collar jobs,%*

The fastest ;rowing part of the educational hierarchy in the
United Utates, however, has been the colleges anu universities. Elemen-
tary and secondary educ:tion, which absorbed the postwar baby boom,
increased their enrolments by 37 per cent during 1955-65, while enrol-
ments in higher education doubled in the same decade. Cver half of all
high school ;raduates now <o on %o college. as a result, the demand
for academiz preparation in high scnool has sharply increased. This
enlarged demand for .ollege-preparatory courses and pressure for ara-
demic up-grading lea to the famous curricular innovations of the
fifties and sixties in the high schools. Intense competiticn for college
entry put the universities invo a position of great influence over the
nigh school curriculum. :icademic high school texts, which were written
by professors of education in the heyday of the mass termi.al high
school, are beiny rewritten by eminent university professors in the new

"1t we look at firth srade cohorts from 1920 through the present,
and if we plot the dropout rate for each year, we obtuzin a rather
smooth curve that shows a decline from about 80 per cent high school
withdrawal in 1920 to abcut 40 per cent in 1960 ... voluntary with-
drawal has declinea from abcout 7¢ per cent in 1920 to about 25 per
cent in 1960".(1)

" «se there is an evident occupationnl handicap involved in dropping
out, but the nanasicap of ... being nonwhite is far greater. About

12 per cent of the white dropouts were unemployed amons those wio
had a few years to secure work; but nearly 18 per cent of nonwhite
graduates in the sane age group remained uncmployed". Ibid.,p.8.
Saleem & Iiller also found in Syracuse that high school graduation
nade a difference in the employment prospects of middle class students
but not iu those of worxing class students., This suggests that even
wnen they are hich school graduates, students from working class
homes look for blue collar jobs, and that hish school graduation is
not relevant to obtaining these, (2)

4




age of mass college preparation, The new academic high school curricula,
more advanced than those they replace, have been introduced mainly into
upper-middle class suburban high schools which send their talented grad-
uates to prestige colleges. Toward the other end of the academic talent
continuum, high schools which must "hold" and maeke suitable provision
for the youngsters least adept at school work are in difficulty. Little
innovative energy has been directed to their problems.

The democratization of schooling is also a facet of our traumatic
national struggle to incorporate American Negroes into an urban, indus-
trial class structure with its characteristic pattern of upward mobility.
The o0ld southern agricultural economy based on the Negroes' cheap labour
has disappeared. Disappearing alqeng with it is the repressive caste sys-
tem which kept labour cheap by holding the blacks "in their place" -
that is, in a lower caste with no chance to win wealth, honour and power
through occupational achievement. Part and parcel of the caste system
was the denial to Negroes of an education in any way comparable to the
public education offered to whites,

With the rural South no longer offering them a livelihood, Negroes
have been migrating from country to city, and from the South to the
North and West. Only a little over 50 per cent of United States Negroes
now live in the South, They are distributed between rural and metropoli-
tan regions like the white population, but within metropolitan regions
they are far more concentrated in the central cities than are whites.
This ig especially true of the largest metropolitan regions,

While de facto residential segregation of the races is strong, de
facto racial segregation of the schools is stronger still. The popula-
tion of elementary school age is more heavily Negro than the population
as a whole. In addition, many ywhites in central cities attend non-public
schools. weven out of ten of the largest metropolitan regions have cen-
tral cities with public elementary school populations which are more
than 50 per cent nonwhite and more cities are moving in that direction.
BEdward J. Logue, former Jirector of the Boston Redevelopment Authority,
has predicted that Boston, whose elementary school population is at
present 30 per cent nonwhite, will have reached the 50 per cent mark
in five years. Repeatedly in Boston, schools which were sited so that
they would be racially balanced under Massacnusetts law when planned
(i.e. no more than 50 per cent nonwhite) were racially imbalanced by
the time they were opened a few years later. There is an element of
social class segregation involved which is equally important. Among 16—
and 1l7-year olds, 14 per cent of the white midale class and 14 per cent
of the wnite working class now attend non-public schools; 40 per cent
of the Negro middle class ana 1 per cent of the Negro working class
attend non-public schools. These figures do not differentiate between
city and suburbs. Whites accomplish most of their social class segrega-
tion by migrating to suburbs where they attend public schools, with a
homogeneously upper middle class clientele,

As a result of these trends, the public schools of the central
cities are becoming heavily populated with working-class and lower-class
nonwhites. This de facto resegregation has completely overwhelmed de Jjure
desegregation, In New York City in 1954 the Negro and Puerto Rican popu-
lation was 29 per cent of the clementary school population. In 1964 they,
were 50,5 per cent of the total ... W¥hile the number of segregated schocls
(defined in New York City as more than YU per cent Negro and Puerto Ricay)

5
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in 1954 was 7.1 per cent of the schools, by 1964 they were 25.3 per
cent. The per cent of segregated elementary school buildings more than
tripled while the nonwhite elementary population slightly less than
doubled.(3) The school population in Washington, D.C. is 91 per cent
Negro. Of eleven high schools in the District examined in a study by

A. Harry Passow, one was 93 per cent white, one 60 per. cent black and
the rest between 84 per cent and 100 per cent black.(4) As of 1966,
almost 80 per cent of all white pupils in the first and twelfth grades
in the United States as a whole attended schools from 90 to 100 per
cent white, and 99 per cent attended schools at grade 12 that were 50
per cent or more white. More than 65 per cent of all Negro pupils in
the first jrade attended schools that were between 90 and 100 per cent
Negro. And 87 per cent at grade 1, and 66 per cent at grade 12, attended
schools that were 50 per cent or more Negro. In the South most students
attend schoels that are 100 per cent white or Negro.(5)

The same forces which have presented the central city public schools
with a clientele deriving from the educationally weakest homes in the
nation have eroded the tax base from which they draw their funds. The
gap between central city and suburban financial resources for education
is growin: wider at the very time when cities need a relative strength-
ening of their schools, and at the very time when the demand on them
for eduvational "output" is intensifying. This is not true for New York
City which spends $1,000 per pupil - more than some suburbs. But it is
true for the nation as a whole. Fur a sample of 35 large metropolitan
area suburbs in 1963 the per pupil expenditure was $559.42 in the
suburbs as compared to $414.46 in the cities. In 1957 expenditures per
pupil were approximately the same for cities and suburbs.(6)

Inner city public schools are now expected to teach all of their
pupils to read. Anything less is defined as intolerable failure although -
retrospective mythology to the contrary notwithstanding - the public
scnools systems of the cities in the 1910s and 20s did not teach all of
the children of immigrants to read. It mattered less then, since the
elementary school dropouts of that era could find unskilled jobs which
were acceptable to them,

The gap between risin,; academic demands and declining results in
the central city public schools is a major—sQurce of pressure for inno-

vation. The pressure was increased by the repdrt on iquality of Bduca~
tional Opportunity(7) (the Coleman report), published in July, 1966,
which documented the failure of schools to overcome differences in aca=-

-demically relevant skills that wnite and Negro chilaren bring from home

to their first gjrade classrooms, The initial differences were predict-
able, given the deficient educational heritage of millions of Negroes
who have migrated to city school systems frow the rural South. Gener-—
ations-of under-education do not produce parents able to train their
pre-scnool cnildren to the levels of mastery in spoken language, per-
ceptual discrimination, and role-playing which well~-educated parents
automatically expect and almost unintentionally teach.

The failures of elementary schools to close the cognitive gap gener-
ated by vastly different homes in the first five years of life is not

new; but due to the Coleman report it is newly recognized. There is now
a1l almost aesperate search for innovations to help overcome these £aps.

i
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Finally, the drift toward nationalization ot all American institu-
tions, and increasing federal as opposed to local jovernment power, have
affected educuation dramatically during the past fifteen years. For one .
thing, there has been an explosion of federal funds for education. In
1950 the United .tates Office of Education (U.S.0.E.) had a staff of
about 300 and a budget of P40 million. In that year it was charged with
administering a programme of grants to school districts where military
bases and other federal installations were located. In 1953, education
received more prominence in the federal government through the estab=
lishment of the Department of Health, Hducation and Welfare, 1ln 1954

the Cooperative Research Act was passed. Under tnis act U.S.0.E. funded
research in education on the basis of proposals initiated by academic
and other professional researchers. In 1957, the National Defense Edu~
cation ¢t gave U.S.0.E. control over vast grants to secondary and
higher institutions to increase the production of scientists, engineers,
and language specialists. (This was the response to Sputnik.) By 1962,
U.S.C.E. had 1,400 employees and an annual budget of #600 million. In
1963-64, it became the administrator of the Vocational Education Act

and the Higher Education Facilities Act. Title IV of the Civil Rights
Act of 14964 gave the uffice of Education the power to assist by advice
and money in the desegregation of schools; Title VI of the same law was
an injunction against rederal :;rants to school districts which practiced
segregation. In 1965, the Congress passed the Elementary and Secondary
Education Act (E.S.&...)s Title I of this law granted federal funds to
school districts where a large proportion of families were below the
"poverty line". Title il of uB.S.&.d4., autnorized a five year programme

of grants to states for acquisition of library resources and other
instructional materials. Title III provided for "supplementary education
centere and services"; it wag intended to finance the development of
innovative projects. Title V |of E.S.E.A provided a small sum for strength-
ening state departments of education. Under the E,s.B.A. the U.8,0.E.
solicited ana tinanced propodgals for iten Research and Development Centers
ani, in addition, a network 9f "regional laboratories" for the develop-
ment and dissemination of edyicational innovations.

Tais is only a small part of tne picture of drift toward federal
influence in educution. The Department of Defense and tne Veterans!'
Adninistration coubined spend more on education than does UeS.0.id. In
addition, the National Science Foundation, the National Aeronautics and
Jpace Administration, the Department of Agriculture, the Department of
Iabor, the Department of Commerce, the Office of sconomic Opportunity,
the Lational Instituves of Health, the Public Health Service, the Atomic
Energy Commisuion, ana the Office of Vocational Rehabilitation are
federal agencies wuickh opend significant amounts on education. In 1962
totzl federal expenuitures in this field were somewhere between $2.2
billion and $%.5 billion dependaing on whose estimates are used.

Some de;ree of national uniformity in education is made necessary
by the reo.'raphic mobility of the American people. Regions with low
birth rates ana nirh schoul expenditures suffer when they must cope with
the immigratgion of families from regions of high birth rates and low
school expenditures.

Most of the g&g—governmental agencies which influence the contents
ot curriculum ant standards of performance are national in scope. The big
textbook publishing firms produce for a naticnal market. The well-known
testing agencies have developed achievement and aptiiude tests which are
used across the country., Local school systems judge their pupils against

20
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the test norms which are ‘derived fror national samples. segional accre=-
diting agencies cet minimum stindards of courze offerin:s, faculty
qualiwy, library holi:nes, und physical faciilities whica private secon-
dary schools anu uolle;es’LeeL compelied to meet, The natio! al profess-
ional associat. ons of educators anu unions of teachers are a rorce for
uniformity in gqualirications :rd vorsain. conuitions of schoolmen,

The most recent expression ol tunis tvend 1o tne work of the Com-
mittee on ascessing the Progress of wduc. ti witn tfunas from founda=-
ticns ana U.S5,.4. E., the commit.ee i oon¢uct n, a4 natueral ourvey of

what school culldren ot every jrade level have learned,(8) The plan

was resisted by orficials who alcllke the possibility of inviuious
compar’sons, To meect their obJect ons, the assesyuwrnt, like the Coleman
survey, will report its finaings accordin to such charactericstics of
pupils as the regious wnere trey reside, type or cowmwuunity, age and sex;
but it will not 1denu11J scitool syctems. uweverthe.ess it will contribute
to more explicit anu influential namlonal standards of scnool acuievement.,
Grovpr .mi areas wiic. are las:.as vecina the nat.onal averase will be
under prescure to caten up - and toio will provade znother thrust toward
incovation, :

in- change in 1he control structure of public educavion
‘YCRK Up O. the largest gcuaool oureaucracies i, ithe
vircest ities. These bureaucracies have been acused of failure
o change to meet the needis of tueir cnarging pupil clientele. They are
called excessively large and risia. Thev are encumbercd with numerous
irternal veto powers whici make 1t eaty to stop any initiative but
exceearngly difficult to carry tarousn a poritive programre of chance.,
A n.mber of altlernativey to the singcie school systen witn a monopoly on
public education in the city nave been suggested, The Bundy report
(cf. Layor's Aivisor Panel, zeconnection for Learnings (3) proposed
decentralization of the liew Yorz Citv public cenools: in effect division
of the city into a number of smaller, semi-autonomous scnool disztricts
The L.3.0.%, is promotiry: "community participntion" in school decision-
rakin~ throurh Title I and Title III of d.5.E.A. Opinion leaders have
proposed univercity-controllsu scnools: otaue—run scr.ools; vocational
2ign scnoods run by private corgorttions unier contract to the stote;
coveriment t.ition grants to parents conbined wita 2 syste:: of competing
independent ucnoold, and various combinations of these,

1
is the po
o
~

Althousn atterticn is Lo"uuued on the central citics be:ause they
are in a state of crisis, 1t snould be rnotew thct there exisius no :rood
assessment of the impact ol innovative force: on rural arezs, smaller

cities, and the af::iuent metropolitan suburvis, Lower wmiddle class and

blue collar suburb. have e:uc-i.onal p"obie.u very simiiwr to those of

the centrai cities. Ine 1luust nave the [inect Quol ¢ sCno¢l syctems in

tne country, responusive Lo kowerﬁu.L cormmunity Jdemand for "the best" in
educution ror vueir chilidrern, Iney have probavly been nore recepiive to
inroveticn than any other scrop of puclic schiools, ana they nave needed -
it least,

Innovit one cun be olcssifind for conveniance into three types:
(1) 1n“ov,tlu““ in she orrunscatiinal siructure ol ucnool syttems and
qchoo7"' (2) curricular tnrovations; and (3) teennolorical inngvations
oh no"ttn oy far are the organizavicnal innov.ticons. Changes in
:qrr;culum an. tne ntrouuctler ot new toamnolory nlenys regare

-1 =



accompanying organizational changes, but the fact is sometimes not

recognized. +#hen it 1s not, innovations in schools which have not been

restructured to accommodate them are resisted, eroded, and finally
abandoned.

L
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" II. TYPES OF INNOVATION

[y

Qrganisational Change

l. Desegregation. Under the United States Constitution, control of
education is reserved to the states. The famous Supreme Court decision
of 1954, brown v, Board of Bducation, held that state laws requiring

i white and Negro children to attend separate schools were unconstitu-
tional. The decision cverthrew the earlier doctrine of Plessy .
Ferguson (1896) that "separate but equal" public facilities for the
two races were permissible. Brown was nQt a sudden reversal of doctrine
but the culmfnation of many decisions dating back to 1638 ip which the
Court had been moving gradually closer to the po- ‘" at public
facilities racially segregated by law were inhe» Tual,

In the 15 years since Brown many court decisions and some federal
and state laws have clarified and elaborated upon the doctrine, The
Civil Rights Act of 1964 gave the Department of Health, Jducation and
ielfare fH.E.d.) the power to assist school districts which asked for
help irn desegregating and the right to cut off federal funds from
districts which did not desegregate by a certain date; but for political
reasdns H.o.W. has used these powers very gingerly. One or two states,
for instance, lMassachusetts, have outlawed de facto segregation, but the
Massachusetts law has not been enforced. The law was passed with the
votes of legislators from communities with virtually no Negro gpopulation.
State legislators from the three cities of Massachusetts which have
large Negro populations - Bosten, Springfield, and Hew Bedford - did not
support it. '

In the soutnern states where de jure segregation was the rule, '
therc hac been a counterzoint of ztate slans to ecvade the law, followed
by court decisions declarins the evasive plans unconstitutional,
followed in"turn by still more ingenious evasion and delay.

Thure is a small bright side to the gen:rally dark picture. Few,
if any, middle-to-large-sized cities in the country are now without
some kind of desegregation or integration plan, however effective, and
in whatever stage of implementation. Most of these are fairly straight-
forward attempts to comply with civil richts legislation, but there are
some that are going beyond legal injunction to the point where they
micht have some effect on education,

Berkeley, Californiac, a city of 120,000 surrounding the main
campus of the University of California, dese_regated ils public schools
partly by bussing not just out of the slums,but in both directions.
White children in grades four to six go from Berkeley's middle-and-
upper-class neighbourhoods in the wooded hills near the urniversity to
schools in the flatland Negro sections near th: bay. Tue younger Negro
children are bussed out for :indergarten and third grade classes in the
white areas.(9) In Boston, over a thousand self-selectcd Nezro children
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are bussed to schoolu ir the suburbs from .e city's blaek ghettos
the plon i federwlly finsneed. Hartford, Conmnecticut, haus a similar
plane .
T
T
Wnen 21l thas ic seiz, th conerete results of Lrowr have been
suall ane slow in comin . As o recult of masuive Negro mijsration to the
North, wher: black: live in serregated neignbourfivods, de facto school
se rogatlon has increased cince 1394, It is acainst this back ;round of
the failuverof desesresation to ke implemented that black militant
{eminde for uself-seeresation by choice muct be understood.

2, Decentrilization. Jew York City has 900 schools with a staff of
pO 7 T tonchers. A 1900 otwd of decision~naking in the school system
& vhat power is hicaly crneentratad in a group of about 30
: rters officials who have low public visibility. The Bourd of /
saucttion hns the appeur:ince bubt not the realitr of power. Because it
ig with ut 2 permunent ctaff, the Board's policy decisions to desegre-
gate liew York City's scaools by means of careful site selections for
now school vuildings, schocl pairin-, bussin ana other mewns were ‘
efroctively delayed by nendaguarters statf, wno wlonz hud the expert:se
to irpiement toem. sventuwldly wn oarticulate opporition group of white
parents was wobilisea an: the Board of sfuucation cimply dii not curry
out it. nledes (10)

Site selsctione can be wade 50 as to try to ruzrantee a racially
rixed catcament arex. vchool pairins means tolin, two schiools relatively
near to each other, one prodouinantly white and tae other predominantly
black, and puiting all of tne childr n of certain grades, say & turoush
5, into one of'the.:, and all the older crildren into the other. The
school bus is a well-known American institution used to transport rural,
ciiildren to divtant schools. It is row used to bus Nerro children to
school in the suburbs or on occarion to other cections of the city. ‘hat
igs si,nificuntly colled "roverse busein " means bussing wnite children

wt of thoir nei rhournoois to sclhools elsevhere, usuelly into less
afflaent nei.lbourhoods. Th: spectre of "reverse bussin " iz almost
alwaro enoa <l 'to aroucse Uieorce opposition in the walte community. It
his oftun been used no o red Tla> to irevent any accegregation slans
from gaining support.
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A serious difrficulty of the Lew York City school ocycter i thot
{4 receives an unju. vly 5mall share’ of state aid. Tails is true of most
urban .chiool syct 5 to do vit.. rural over-r. oragentation in
Jnited States -t tures, Unier ih: Neu York Utate formula, the
ity would receive it te ald for educuti~n il the five boroushs
nad seporate | 0Loo . The Forpala deronas or ecaleulations of lund
vilues weich con tit

.
S »
b he conennite's tax baise. lanhotton land values
are w0 wirin oo o put b ety w0 unole at oo disiavantcee. 1T The
ronx, nicorev.s, wueens ane Srooklyn were irented einrately, the city

[

woult receive B10C million ser . obite o dd uncer therprosent fTormuda,
» N '

© It woo L.t Laet o feh firet lea Lew Yook Loty to vves to decen-
sralize i0. senool Lyoter oy witiout roviewin tue entire nictory ol the
quect or nore, the state griored legvor Lanisay Lo nave o panel study
the jdewtisn ani pres nt &oploa for iecontrelinat. o, The layor's
Auvisor) Pured, hewred by oieode r e ody, doowea 2 report on 9ih November,
1967 4nt 1iin oo decontrolisaticorn plin, At tne srue taime the Ford
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Foundation, also headed by Bundy, save “unds to three locul school
boards - two of ‘hem in black communitics - to stren<then their
activities,

Thr so-cv:illed Bundy plun and layor lindsay's proposals for radical
aecentralization of' the school system were opposed by the Board of
sddcntion anp the United Fedewation of Teachers (U.. .T.). The U.?.T.
telieved its contractual nius from the city would be endangered if
decentralization compelled it to nesotiate contracts with newly-
constituted 'school boards. For cimilar reacons, the teachers' unions
i mo -t large cities have 2 vested interest in retaining the present
centralized control structure. Tue Hew York U.F.T. also believed that
tn= interim decentrali.aticn plan - under vhich %¥he Ford-funded districts
were functioning - did not adequately protect the job security of
teachers in thote districts, The districts felt just as stron;;ly that
the plan fell far short o' the tot2l "community control" they wanted.
burin  the scaool year 1968-69 the union and the districts were locked
in i1 tense corflict over alleged violations by the districts of teachers!
rights. The city suffered three teachers'! strikes. School was closed
alumost continuously from Jeitomber to mid-Novemrer, Tension between the
predorinantly white, and Jewish, union and the black districts spilied
over to spread etimnic tension turoughout the city. In late sprin: the
state legislature pusued 2 decentralizat-on law much weaker than the
RBundy proposal., eni one under which the three "Ford" districts would
be abolished. It was a cle:wr victory for the union. In the meantime,
however, educutior in the city had several times been brournt to the
orink or chaos, not cnly by the strikes, but by student-organised
disruptions in many high schools. The events accelerated the movemcnt
of tne middle-class - both black and white - out of the public schools,

3. Cozpaunity Control. A more extreme substitute for the big city school
systen turn cecentriliced districts is community control of the schools.
This means brealing wp the eriuvting bureaucracy into sialler school
systemns based on residential cormunities which, by implication, are
ethnically homoseneous. The system would be subject only to state law,
free 0f uny city-wide controls, and would be run with active partici-
ration of tho laity,

To a2 large extent the coununity control movement crows out of the

tlack power demnnd for black control of 211 shetto institutions. It

wlso drawe on experience vith the Johnson war on poverty which provided
for "maximup fensible participation” of the poor in adminictration of
federtl anti-poverty fandg ia their n-:ishbourhood:.., The .conomic
Opportunity .~ct cr.uted hundreds of orzanisations in inncv-city neich-
boiri.oods unler the "m-oximum fensible participatioa” provisior, civing
experi-nce in orgunisin® in dealins~ vith ~overnmeni, and in the uses

ol ,oliticnl zressure to thous:nds or previo .sly inexperienced nen and
woren. Many in the comiunity control rmoveuwent are veterans of the anti-
poverty war,

Community control is ctrongest in dew York Citv vhore it is tied
to black pow:r. In bouton that tie i+ les. ewcl give. Th.re, a more
wirl movement nas becn et in motion partly by Title 1 and Title ITI
ds. Under Title II1, comrunity ‘roups have bee: forned by an ofiice
th Booton scucol uvapartient to help plun innovuative new schools
r btoeir aress. Title IIL Los alco financed 2 parent-te cher school

i
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advisory group in the black community. Once formed, the groups do not
rerain docilely witnin the bounds envisioned by their sponsors. They
cress for movement from advisory to policy-making status. This pattern
is repeated in many American cities.

From a Zuropean perspective, lay participation in control of the
scnools is precisely an American distinction, so that community control
may seem less of an innovation than an extension of existing arrange-

.pents. From an American perspecti e, community control of the schools’

is part of 2 larger social movement toward revival of the small
comrunity - anti-bureaucratic, dedicited to curing the alienation
gensrated by 2 society o. Jigantic orgrnisntions. At the same time,
comnunity control would vest new power over their schools in urban
neipg:bournhoods,

,

Although broad political and social motivations and narrowver
educotion.l ones ars intermingled in the movement, the politicnl goals
are dowinant. Purtnermore, the arjument that community control would |
improve education rests on rather weak grounds. Fer one thing, it is a’
segregationist position of a n=w kind. The black comuunities want to
staff their zchools with blacl: teachers and administrators who, they
clzin, would instil pride and a sense of power in the children, thereby
improvin:- their academic performance. Tne fact that the segregated

black schools of the -SBouih were usually staffed by blacks has no

relevance, since self-segregaticn by choice is psychologically at the
ogposite pole from inposed segregation.

The argurient has plausibility but there is no firm evidence for
or against it. Part of the difficulty in predicting outcomes arises
from the fact that one cannot substitute equivolently qualified black
teachers for ~'nites. Coleman repvorted thot, on the average, the blacks
now licensed to teach, or in training as teachers, have verbal abilities
and academic backgrounds inferior to the average or white teachoers. (11
Wheiher they would have morc favourable attitudes toward black pupils
and’ tuese would more than compensate Ior academic deficiencies, no one
can say. hiddle class black teachers do not always nave fuvourable
attituces tovard lower class black pupils.

In white ethnic minority neighibournoods, community control is
sometimes an old-styld anti-black segregationism in thin disguise.
«here decserregation could only occur by transportin; children” out of
their coarunitiss to sciool, com unity control negates this possibility.
The liberal instisators o:f communitv control are often disconforted to
find somé of their supporters believe it will rescue their childrem from
the necessity of attendiug even high school with black students. Iron-
ically echoing the black militants, white ethnic groups talk of the need
for their own cormunity high schools to preserve their cultural identity.

One argument for the education2l benefits of community control is
that parental involvement in the school improves childrens' academic
motivation. There is empirical evidence for this belief. what is not
clear, however, is whether comnunity-based smzll school systems can
sustain parental participation any better than large scugol systems.
Once tue excitoment of the wovenent is past, there is little reason to
peliove tunat the level of varental involvement woula be fauch greater
than it is nowe. N
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4, The Community School. Related to the ideas of decentralization and
parent participation but somewhat distinct is the concept of the
"compunity school". Tnis school is supposed to serve not only children,
but all members of the community on a l4-hour-a-day, six-days-—a-week,
year-round basis. The school builuaing or complex of wuildings is con-
ceived as housing many services in addition to schooling. Taey include
recreational facilities, meeting facilities, cultural facilities and
social, informational and health services. In Boston, urban renewal
plans for residentizl and commercial building are closely tied to plans
for community schools, For instance, 2 planned Secondary .<ducation
Complex for 5,000 students, to be located in the Negro nei;hbourhood of
Rorbury, includes commercial services such as movie theatres and
restaurants and some housing for faculty. The planned new Quincy Elementary
School building also includes comrercial and community services as well
as private apartments.

®  Thnis kind of planned environment is intended to encourage the flow
of daily activity in close proxinmity to the school and to make the uce
of the school building by adults in the community both convenient and
natural. In this way, it is hoped that the isolation of the school from
~ the community will be overcome and community rarticipation in school
decision-making encouraged.

However, in many cases there secms to be no clear idea whether

what is wanted ic a school with deep ties to its local neig.abourhood,
or a school waich will draw both its pupils and participating adults
from throughout the city and beyond. The SecdOndary Zducation Complex
in Boston, for instance, ic called a "magnet school". One of its aims
ie to have a pupil composition which will be representative of the
entire city socio-economically and racially. If that is to be the case,
the school will have to draw pupils from bey nd the local neignbourhood.
Its "comnunity" cannot be the neiznbourhood but must be the total group

families it serves. In liascacnusetts, the community school idea is
cowplicatad by the state's Racial Imbalance Law which requires that no
scr.ool be more than 50 per cent nonwnite, In very many cases tnat would
mean that pa01lo mugt ba drawn fro:. outrzide the local neignbournood.
Hou tr.is kind of rocruitsent meshec with the idea of local participation
ir decision-mekizs is not clear. The almost contradictory combinaticn

f the "community sciool" with the "maznet scihiool" overlooks the fact

that sgome wovrxing-class and ethnic sroups form senuine neishbourhood

comtaunitier, /hi.e t:idis wisht facilitate identi{icaticn with a comunity
cenonoi, it is rov compatible with amiable acceptance of outiiders,
alrea: the ;‘rent plavn;n" sroup of one neuw school in Boston's black

sThetto nnc protssied the reservation of glaces in the school for white
studonte fron outside the neigshbourlood,

5. School-=Lniversity coaliticnsg. The City University of lew York has
suscested tnot itc College of wsducation should run on elementary school
Horlem both ag a train.n, round for teachers and an exemplary school.
proposl has not been implemented. Juch: a plzn was carried out by
Adah.s and Horgan Llewentary Schools in tne Distriet or Columbia and
Anticch uolJr‘u—”utnoJ Fradunt: School of sducat’on. The Antioch-~
intad 71r‘cto“ o thut .roject puvlished un article detailing its
icultiec whleh ended in Antiocn's uvithdrawal. The project staff
vided by Ant och vwas inexp rienced in elementary scnool orgaznisation
curriculun 2nd was hemvered by time pressure.(12)
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In the Boston lletropolitan Area - ‘though plannins documents speak
glowingly o- drawing on the resources of the great universities - these
private universities have so far contributed relatively little to inmner \
¢ity school innovation. Traditionally, the Boston schools draw their i
teachin, staff frow the state colleges and a small froup of Catholic \
colleges. The private universities' schools of educaticn have supplied :
teachers for the suburbs: While every one of the private universities 5
is irvelved in one or more of Boston's innovative projects, these 1
projects, usually federally financed, are generally underfunded, and
understaffed, and like the Antioch project, suffer from lack of
experience of the university personnel with inner city schools. The
orientation of these schools of educition has been, until recently,
almost exclusively to the children of the middle clasues., The teachers
they train and the instructionzl innovations they purvey have worked
in the suburbs but have had Little testins in the ghettos. It is not,
at all clear that a simple t#nsfer of suburban styles of instruction
to the ghetto will serve. The teacher training institutions have a
good deal of experimenting to do before they will know how to make
cshetto schools excellent. There is also the financial problem to be
solved. Suburban school systems noil only offer teachers the pleasant
prospect or "success” with chiildren who are destined to be education-
ally successful anyway, they pay more as well, and so attract the
superior teachers. Reversing t.is trend is largely a question of salaries
but also involves creating an atmosphere of professional challenge for

. teachers in city schools. The leadins teacher-training institutions

\ would seem best able to create an’atmocphere of this sort on a demon-
stration basis. Yet there are few instances so far where they have done
ito '

P P T T T T

6;‘Edqgg§ion of "Hard-Core Unerployables" by Private Industry. There

are numerous efforts of tnis kind, most of them funded by the federal

_ povernment and encouraged by the Nationzl Alliance of Businessnmen.
(Some large companiss, for instznce General kotors, finance their
programies themselvess. In general the companies find that training
"hardcore unemployables" (men from poverty groups) costs $2,50C to
$3,000 per person, much more than thz usual on-the-job training costs.
In addition to remedizl aritihmetic and inzlish, rost of the companies
find they must train the men in "work habits" - like arriving on time,
and not being frequently absent, Sometimes people fz2il to resort for
the job beczuse, not veing able to read, they can't find which bus to
{ake. "Chrysler found ... only one ‘in five owned an alarm clock, because
they had never needed to be any place at any partitular time".(13) (For
a zood account of the reasons for absence ol "yor's habits" among-lower
clags Nezro men, see Li.:bow.{(12)) Companies have varied in their reports
of success. Carysler re.orted more success than it had hoped for,
squitable Life, much less. Success seems to depend on acceptance of the
fact that the investment must be high, training groups muct be srall,
the amount of special counselling and help in overcoring educational
deficiences must be large, and there must be a ;uaranteed prospect of
a good job with a future if the trainee is Zoing to stick with a course
of study whicn is very difficult for him.

7. Team Teaching, Non-Grading, Flexible Scheduling. In a series of
books published by the Indiana Universily Press, cach of the thfee
above-mentioned innovations is described as a2 "bold new venture". They
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are, nonetheless, a lorical extension of the well-known trends of =
progr:ssive education and are very nmuch in the . non-uwuthoritarian child-
raising tradition. They are treated torether here because in practice
they are linked. & school may begin by non-grading without inaugurating
team teacning, butv the process involves a collabornticn among teachers
<hich is qulte different from what follows from the "self-enclosed
classroom!. In effect, it is a kind of team teaching. Similarly team
teaching may be the flrbt innovation, but usually its objective is to
facilitate "1nd1r1duallzed instruction" the major form of which is
non-grading. '

One might use the spatial organisation of the non-graded school
as a way of ﬂebcrlbln its characteristics, If it is a secondary school,
it may accommodate as hany as 5,000 students, but it is explicitly
structured to\ have the advantages of both large-~scale and small-—scale
organisation.\.. five-thousand~-student high school is likely to he
divided into houses oi about 1,250 students each, and each house is
further subdivided into "resource units" ingluding 250 students, 15
teachers, and five other staff members. sach house has its own master
and contlder bie autonomy. Ideally, students identify with their houses :
and it 1is hoped that they have a personzl relationship with every member
o their resource unit. urchltecturally, the” resource unit ("pod") is
the basic bulldvng block of the school, It consists of 2 nunber oif rooms
with movabls walls Srouped around a2 center waich contains curticular
materialz, thCﬂETS' offlces, individual carrels (perhaps equlgped with
television sets or computer consoles) anc areas for small group\work.
The center also centnins & library of books, £ilm loops, v1deo tapes,
audio=tapes and records. The resource units tieaselves are &roupe
around some central aduinistrative focilities of the liouse and posS1bly
a larger library used by the aouse as a whole, and the Houses, in turnm,
are zrouped arouna a few major facilities used by the school as a whole:
its administrztive center; its data~processing center; its health center;
its. major cultural-recreatlonal center vith auditoriums, swimming pools
and gymnasiums. The classrooms in the resource unit can be changed in
size for either small or large-group instruction because the walls are
movable, vome critics feel this is undesirable and that the school
should have rooms desisned e clusively for large ;roup instructicn,
where 211 electronic eaalument is at fingertip cortrol of the teacher;
rooms desisn-d exclus 1vel& for small seminars; and multi-purpose rooms
where snma ll groups and individuzls can simultansously use self-
instructional materials and pursue independent study projects.

The school is on a flexible schedule usually known as a modular
schedule., It divides time up into modules of thirty minutes which can :
be combined into longer periods as desired, The teacBing team,decides
on various time combinstions for different units of instruction. A
given level of social studies may meet in a large zroup once a week
for an hour; in sinall discussion zroups twice for 30 minutes; and then
- nave an nour of scheduled independent study. The scuool may cycle its
schedule every weex or everv six days or every three days, '‘or in any
way that seems desirable. It is the orouter that .altes this flexibility
poscible, Given the prescriptions of he faculty for time schedules of
courses, the course elections of the gtudents, and the spaces available,
the computer motecnes people, opace and time o timally and expeditiously.

"IndiFlexS (Individualized Flexible ocheduling) calls for teaching
teams ... the small and large groups with independent study patterns can
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be used without team teaching, but the advantages of team teaching to
both students and teachers make its use judicious. Teams of teachers
can be organized in a variety of ways ... all teachers of one subject
area who teach the same course may be members of a team. An alternate
method ... is by blocks of students. In this method teachers of several
disciplines who have a common group of students are on 2 team".(15)

5till another kind ol team differentiation is a hierarchy of
skill and authority. A teaching team is made up of a Team Leader who
is a master teacher and a trainer of teachers, a few Associate Teachers,
a few teachins interns, and several para~professionals who do secretarial
work, help with discipline and housekeeping, and possibly with some
teaching and student counselling, In some cases it has been proposed
that the para-procfessionals should be on a ladder toward a professional
degree involving more practical and less academic work than the typical
education degree. This is meant to speed up the professional qualifi-
cation of Negroes who are found, in the field, to have the céXacity to
teach altnough they may not have the academic certifications, Attached
to the team, too, will be educational specialists, like reading con-
sultants, and guidance counsellors, in effect the whole array of staff
types now available to schocls plus some new ones, e.g. computer
programning specialists.

The hierarchical aspect of the team is emphasized in recent
proposals for change in teacher preparation (Massachussetts Advisory
Council on Bducation.(16)) The teaching career is to be made more
attractive by giving it several promotional steps, in contrast to the
present situation where a teacher is usually on probation for a few
years and then receives tenure. Once tenure is received no increase in
prestige or responsibility is possible without leaving teaching for an
administrative post. The new teaching career would have stages: studént
teacher; teaching intern; associate teacher; master teacher and team
leader. There would also be options for many kinds of educational
specialties, It would be possible for' a teacher to gain increases in
pay, - prestige and responsibility according to merit while remaining a
classroom teacher and trainer of teachers. ’

The abstract, prescriptive books which have been written about
these innovations are not so illuminating as the few case studies which
have been published. One such book is an account of the first year of
non-grading in an elementary school. 0ld Bethpage School is in Plainviewv,
Long Island, a community a little above the national median in income,
population 33,000, mainly Jewish and Catholic and described by the
autnors (the principal and vice-principal of the school) as "very
supportive of education and innovation." The school had 440 K-3 gbudents
who were the candidates for non-grading. They were grouped into 12
reading levels, four of them "reading readiness" levels. Seventeen
interage classes were composed, each consisting of pupils covering a
range of no more than three adjacent reading levels. (17)

There are several points to be noted here. Old Bethpage is in a
traditional school building, There were ostensibly no teaching teams
but in effect, there was continuous counsultation among.staff teaching
the same reading levels. There was homogeneous ability grouping, a way
of structuring classes which research has not shown to have any 4«

particular merit when practiced in a graded school. Children oriéinally“

_ were not grouped by age. A reading level group in a 7lassroom contained
/
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children differing in age by as much as two and a half years, This
last feature, however, did not survive the first faculty meeting, The
teachers, according to their principal, "panicked" at the thought of
no age-grading. \

Thirty-one of the 440 youngsters were not grouped by reading N
level. They had special problems, mainly emotional, and were therefore
matched with the teacher whose personality was bestv suited to handling
them, ,

The mental health aspects of nori-grading loom very large in this \
case Study. The teachers learned not to place immature and physically
underdeveloped youngsters with bigger, more mature ones, even if they
were up to their level academically, because, they said, this was hard
on the younger children's egos. On the other hand, the secure, bright
youngster did profit from being placed with'older children who were
academic equals, Although the school used no programmed instruction,
it incorporated part of the philosophy of programming: that every child
should be placed in such a way tﬁyt he would nearly always experience
academic success and not failure, -

After an initial period in which children were shifted a good deal

. from group to group, the teachers changed their tactics and began
"individualizing" instruction, ‘

A very detailed diagnosis of possible sources of reading diffi-
culty was made for all "slow learners". There was careful testing for
perceptual problems. Some youngsters had tele~binocular problems, Some
had poor eye-hand-co-ordination. Some had poor auditory discrimination.
Some had poor left-to-right eye movement., Some had poor small muscle
control. Wherever a deficiency was found, ‘a programme was devised to
help the child. Each child had administered to him individually, by
his teacher, a Reading Inventory to test a variety of subskills which
go into reading. Sometimes these identified particular difficulties
that needed work: "Irma needed exercises in final consonant sounds,
structural eléments and vowel sounds. The reading consultant spent an
hour a week with her on this and gave the teacher a ,.. program to
use the rest of the week ,.. Arnold has not been able to learn to read
by the phonics approach. A complete experience approach should be tried
with him, Short interesting stories should be read to him, and he should
dictate these back to the teacher in his own words. The teacher will
write them for him to copy. He should then take them home to read and
bring them back to class to re-read. The kinesthetic approach should
also be used with this child ...",

E

£very slow learner in the. school received a tailormade programme
within his level, and all but two succeeded well within their levels
by the end of the year.

Mathematics at Old Bethpage was also taught in ten levels.
Children were not necessarily on equivalent levels for maths and
reading, though nothing is said in the book about their shifting class-
rooms. Apparently they merely shifted groups within the classroom which
suggests, as would be expected, that maths and reading levels were
closely correlated.,




/
/

/

Another aspect of individualisation in 014 éethpage was pacing.
Some children were expected to finish primary school in two years and
some were expected to stay for four. Since changes of level occurred
all year long, and since the po¥icy was not to let a child who stayed
for a fourth year repeat any of the curricular material he had worked
with previously, it was felt that the Aifferences in length of time
spent at given levels were less conspicuous than non-promotion in the
graded scheol, and therefore less traumatic to the children.

Another development during the course of the year was independent
study. "There were corners with specimens, microscopes, books,
magnifying glasses, etc., for work on science problems. There were
sections of the room set up with paints, clay and crafts materials.
Still other centers housed mathematical manipulative materials ‘and
play materials for encouraging individual work in mathematics ... It
was necessary that children learn how to pursue this type of learning
on their own. Thig problem—golving training took much time and effort
on a teacher's part ... We became more and more accustomeéd to seeing
two or three children working ... on some droject they had selected
from the many the teacher had suggested ... None of the ideas offered
to the teachers or by the teachers for independent study ... was earth
shatteringly original ... the need for the brizht child to work, think,
plan and create occasionally on his own part of the time was «..

recognized, (Emphasesg added.)

During the first year, the principals failed to persuade teachers
of the need to keep detailed records of children's progress. "The
non-graded school requires a very definitive method for the identifi-
cation and inventorying of a pupil's achievements. It requires a know-
ledge and specificity about a child which was not somehow necessary
under the graded situation. Teachers must know exactly what skills a
child has mastered in each curricular area before he can proceed from
one sequential level to the next. This implies three prerequisitest the
identification of a pupil's achievement at each level; the organigation
of each curriculararea into levels of achievement with appropriate
ijdentification of exact skills at each level; a System for recording
each.pupil's progress within each level." The principals said that in
maths and reading they met the first two rejuirements but not the third.

All of these aspects of the 0ld Bethpage programme and some others
are found in Boston's non-graded primary programme called the Individual
Progress Plan (I.P.P.) There exists a list of over 300 separate ’
"language arts" skills in nine .areas, sequentially arranged in each
area. There are also a short pre-and post-test for every skill, so that
teachers can determine when a child has presumably mastered it. Teachers

in I.P.P. keep progress charts showing exactly whicHl skills each child
has "magtered" and when the test was administered. (Regression in skill

magtery occurs.)

An in~service training workshop for new I.P.P. teachers held in
the summer of 1968 emphasized that pooling ideas, materials and every
other kind of resource is an absolute necessity for survival in I.P.2.
So much material is needed by each teacher that none can afford to
"hoard" anything in "her" closet for "her" levels. As teachers devise
worksieets for skill practice these are placed in a central file.
After a few years the school has accumulated a file of worksheets for
every skill, tested and shown to work for their pupils. '

o
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The sheer amount of local curriculum-writing, and test-creating
which the teachers initiating a non-graded programme find it necessary
to do is a new aspect of the teacher's role. Despite the new technology
for presenting curriculum material, and despite the materials on the
market geared to these new machines, teachers do not necessarily find
exactly what they need when they need it. Then they create it them-~
selves and reproduce. it on the school's copying machine,

The teachers in the non-graded 0ld Bethpage had some problems
with parents. It was hard to "place" one's youngster since he was no
longer in a grade. Report cards were abolished. Instead there were
parent-teacher conferences during which parents were given detailed
information about their child's progress through levels and anecdotal
reports concerning his effort « but no information comparin:- his
performance with that of other children. The child was compared only
with himself, However, parents reinterpreted every bit of information -
they_received in terms of competitive comparisons with other children.
If & youngster was with older children, they immediately assumed-he
would finish primary in two years. Parents pressured the children te
"move up a level", an attitude contradictory to the philosophy of the
programme, (The child should move at his own pace.) Nothing is said in
the book, unfortunately, about the extent to which the children them-
selves abandoned the competitive peer comparisons which are usually so
much a part of the pupil culture.

lon-grading in high schools means that each student has a pro-

gramre of his own, perhaps unlike that of any other student. In Ridge-

wood High wchool, Illinois, there are no conventional classes. Students

learn in large groups of 60~3%300; in seminars of 12-16 chaired by a

student with a teacher present as a "resource person"; and- in learning
laboratories accommoduting 25-45 students, some of whom work individ-

ually and some of whom werk in groups of 2 to 4 on a curriculum "unit" )
of a course. when a unit is completed to a student's satisfaction, he i
goes to a teacher's office to have his work on it evaluated. All

evaluations are individual and private, Students kecep records:of how
‘many curriculum units they have completed. They also keep folders on

thelr papers, projects, and products of all kinds with which they are
"satisfied". & file of this sort-can be used on graduation by students

seeking employment or college admission.

L=

"In Ridgewood High uchool progrrmmed learning is seen, not as an
impersonal, machine-~centered process, but as a highly personal learning
how-to-learn process. The student, as he learns how to learn, must be
taught to plan his work carefully, to define his objectives, to exer-
cise his options, to evaluate his progress and to communicate his
experiences to others. The basic orzanizational unit -,., ig not the
class and not the individual .., It is the small work-Zroup usually

of from two to four students who are pursuing a program of instruction-

together, learning from one another as they do so. The non-graded school
f the future will have Jlearning teams as well ag teachings teama®.
"iﬂmphasis added. ) ‘ '

The last statementﬁis supported by the development in Winchester,
lMags .achusetts, of an elementary school based on snall group instruction.
"Dr, Walter Gleason, assistant superintendent for curriculum and
instruction says small groups allow for the 'human processing' and
interaction that every kid needs. The socializing and questioning they

~
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maintains. Though the school has facilities for individual programmed
1nstruct10n, Gleason says he has 'mixed emotions' abbut restricting
children's thought patterns to a set of standard responses. Though there
are some advantages in reinforeing children after correct answers, as
progranmed instruction does, keering the 'kid' in a booth is not the
best,' he says." (Boston Globe, 18th August, page S-A.)

provide each other is an important part of the lear%;ng process, he

Not only is non-grading a form of small—ﬂroup 1nstruct10n, 1t
usually involves homogeneous ability grouping. This is generally true
where levels are used. Occasionally a2 case appears where the teachers
have deliberately arranged their groups to be heterosgeneous with
respect to ability. o the old question of homogeneous vs., heterogeneous
ability grouping reappears in the non-graded school and, having received
no solid answers from research, it is resolved according to prevailing
preferences, ‘
X The levels system seems to be the most common type of non-grading -
now in use in the United States. In a sense, the levels represent a
still more finely subdivided system of grading. There is an underlying
assunption that mastery of the subjects which are "non-graded" in this
way occurs in a sequence whose order is somehow inherent in the subject
and the same for every learner. While the child is perriitted to proceed
through the sequence at his own page, he is not permitted to change the
grder in which material is learmned. The sequential steps of skill
mastery for reading.are in some cases so detailed that the result seems
to be more strait-jacketing for pupils and teachers than the looser,
annual curriculum prescriptions of the 0ld graded system. The assumption
that learning should invariably occur in a certain sequence - an
assumption for which there is no warrant in learning theory =~ -is a
short-coming also of linear programmes in programmed instruction and
0f the computer-assisted instruction which employs them,

Whatever structure is used for non-grading, it is clear that it
is not, for the most part, individualised instruction but small group
instruction. And the nature of the process and the outcomes must depend
very heavily on a combination of several factors. First, there is the ;

. .question of pupil/teacher ratio. At the in-service workahOp for the :

Ind1v1dual Progress Plan in Boston, the teachers were constantly told
that individualisation "depends on you". To tailor a programme of work
in "language arts" to the individual needs of each child in a clasgs of
25 would take the teacher 48 hours a day. Presumably the administration
of ‘an individualised programme is eased by the availzbility of so many
materials of different kinds which children can work with by themselves.
But that introduces another factor. A teacher from a disadvantaged
de facto segregated school with I.P.”. reported that the pupils in his
school did no work at all if left on their own. They had to be super-
vised constantly. There is tremendous variation in pupil populations
with respect to their capacity for /semi-independent work. In some
classrooms the teacher can easily give individuals and small groups
an asgsignment to work on, while shie spends time with another ¢roup,
and in other classrooms this may brove very nearly impossible. In
general, it is the "disadvantaged"vchildren who are least able to do
constructive work independsnt;y/_

Aside from the problem of ‘availability of personnel, there is the

problen of availability of materials..Plenty of materials are being
ry
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manufactured, There is a constant flow of new basal readers, of
machines which present waterial in pictures and orally as well as in
print, of games which can help children to learn phonics, understand
concepts, etc, but there are two important difficulties. Teachexs are
given little or no paid time to familiarize themselves with the flood
of materials on the market, and to discover what they can use to

4 greatest profit with their pupils. Secondly, even when they do know
what they would like to have, the central city ‘school system is able
to afford only a small fraction of it. The Individual Progress
Plan, operating under Title I in Boston, is starved for funds, and
therefore for personnel, materials, and paid time during which teachers

- may plan their pupils' work,

Yet the teachers involved overwhelmingly testify that I.P.P, takes
far more time 'devoted to planning by the teacher than the “self-
enclosed classroom" did., That seems self-evident. Whereas previously
she had one lesson plan for her class, the "non-graded" teacher must ]
plan for several groups and sometimes for an individual ~ the more so, 4
the mori seriously she tries to adhere to the programme's philosoply. 1
Frequently, she must invent curriculum materials herself.’

Noﬁ-grading is an innovation which is receiving widespread trial
not only in the suburbs but in large cities as well. Of the six city
school systems whose innovations were studies by Gittell and Hollander
(19) all "have begun to use some non-graded primary organization for
grade K-3, but New York and Baltimore are still regarding the program.
as purely experimental. Philadelphia, since 1961, has non-graded the
first three years in all its schools. St. Louis began ungraded primary
scnools in 1959 and the innovation is now implemented in all its. schools.
Detroit, which had a kind of departmental system in its early grades,
changed to a self-contained class, began a non-graded eXperiment in
1965, and by 1966, had impiemented the non-graded primary in most
schools. Chicago be&an its non-graded experiment under the name
Continuous Development Program in.1957; and by 1963, it was in effeet
in 200 schools with an additional 100 planning to use it the following
year. In addition, some of the schools were trying the plan in grades
4-6, Baltimore had ten schools using non-graded 1-3 in 1962, and now
has twenty~six schools with some non—graded classes, includings several
schools wuaicn are completely non-graded K-6. New York City has only
ten schools with non-graded X-2 although the first experiment started
ip 1962 with one school." Boston has had ten schools with non-graded
primeries ifor the past two ynars, and in 1968-69 is adding another ten.

Accordlng to Goodlad and Anderson there was, as of 1963, no
© research evidence anywherD n the country which proved that non-grading
raised academic attainmentsk_zhat little research had been done tended
to show that it raised pupil/ and sometimes teacher morale. However, that
finding has appeared in tho early phase of every innovation, Unless it
per31sts over a long periodj it must be considered a Hawthorne effect.
This is a sociologist's term for the rise in morale which occurs simply
as the result of the excitement and prestige which frequently accompany
taking part in an experiment. It is completely independent of the
content of the experimental stimulus, Where the fact that an experiment
. ig in progress cannot be disguised, it is necessary to control for this.
Many innovations are not instituted as controlled experiments, however,
and Hawthorne effects are not uncommonly taken to be the result of the
innovation. )
N nr-
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"8. Compensatory Education. The concept of "compensatory educatiom" is
tied to the concept of "cultural deprivation”. There is a familiar

\ body of pr0p031t10ns which relates the two, resting on a large amount

\ of sociological and psycnologlcal research, (For a concise summary and
- annotated bibliography up to 1965, see Bloom, David and Hess.(20)¥

In brief, educational aavantage and disadvantage are transmitted
in the first four years of the child's life, via the family. Cognitive
growth is more rapid in the f:rst four years than in any subsequent -
period, and deficiencies in that period are increasingly difficult and
expensive to compensate for as the person grows older.,

Poor families may not even be providing for the child's biological
needs. A child who does not have an adequate diet cannot learn. This
extends to the prenatal period when, according to recent research,
insufficient protein may damage the growth of the nervous system,
: Adequate diet is also related td the 1living habits of poor families =
3 which sometimes prefer non-nutritious to nutritious foods, and which :
“——sometimes do not manage to send the ¢hild to school having had breakfast -
because the nousehold is not organised t0 meet this need. | »
The child must also have some basic security and self-love to be
able to learn, Families waich are too large for their incomes, which
are broken or disorganised, may not permit individual children to
receive the amount of warm attention they need to acquire these charac-
ter traits. Such families are found in all social classes but poor
families are generally larger than better-off families and more vulner-
able to being broken by the death or absence of a parent.

Poor families also have the largest proportion of un< or ill-
educated parents, who are least able to function as adequate educators
of their children during the pre-school years. Children's learning
during these years depends on an environment which provides rich stimu-
lation, particularly stimulation to active exploratlon of the environ-
ment. (21§ The process of cognitive development 'is also influenced by )
pPssibilities for language development through interaction with adults-
whose own use of language provides good models for the child and whose
communication wita the child provides him with a feed-back which permits
him to correct and expand nis linguistic and conceptual tools.

.-

In the United States, in addition to the fact that a hi;her pro-
portion of Negroes than whites are poor (although a majority of the -
poor are whlte), the Negro child suffers from the ccnsequences of a ‘
caste system, not yet eradicated, wnhich subjects him to a string of
penalties because he is Negro. The crippling effects of the system are
transmitted airectly and indirectly to children. In the Coleman reyort
they appear in the much higher frequency of Kegro than white clildren
who believe that tneir own acdtions have little effect on their "fate.
The child's concept o7 uis own ability and his "sense of control of the
enviropment" were - of all the dozens of variables studied in the
survey’~ the ones most strongly correlated witn the pupil's academic
achidvements -~ although the correlatirns almost certainly involve these
variables acting as both cause and effect of achievement. Of all the
characterlotlcs of the school the child attends, the social composition
of the pupil population was the one most highly correlated with
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individual academic achievement. But no variable characterizing the
school proved nearly so strongly correlated with achievement as
. variables characterizing the child's family and the child's attitudes.
As .they enter school, "culturally deprived" pupils often lack
behavioural and cognitive abilities which urban teachers take for
granted, and consider the respousibility of the home: for instance,
the ability to speak in sentences and to understand simple directions
in the teacher's "standard English"., Lacking these characteristics,
the pupils engender an attitude on the part of many teachers that theyw
cannot learn. If teachers hold a poor opinion of the pupils' capacity
to perform well, the opinion may affect their teaching in subtle ways
which tend to turn their unfavourable expectations into a self-
___fulfilling prophecy,(22)°

Herein lies the heart of the accusation which Negroes level at
the public schools. There is, in the ghettos, something which might
be called the "slum school truce". In effect the teachers and pupils
agree to leave each other alone. The teachers will not bother the
students with work so long as the students in turn do not make trouble.
These schools are custodial, rather than educational institutions.
Some years before the Supreme Court school desegregation decision of
" 1954, Negro students who had migrated from southern segregated schools
to northern desegregated ones reported with some exhilaration that the
northern white teachers "made them work" - a new, ego-enhanting experi-
ence. Nowadays one reads the same comment being made to contrast new,
experimental schools, (for instance, the storefront academies run by
the Urban League) with the northern urban public schools in the black
ghetto. "Haklng them work" as opposed to not bothering to do so is
only the most obvipus way in which teachers' expectations are turned
into self-fulfillihg prophecies,

e

-

The most important attempt to "compensate" for "cultural
deprivation" ig the early childhood education p~oject, Head Start,
which began as part of the Johnson antl-poverty programne under the
Office of .cononic OppOrtunlty. Head 3tart is a nursery school
programme for pre-schoolers. The quality of the” programme and the
numbers of children reached have varied from coumunity to community.

In scne places there has been intensive work on cognitive growtn, but
ost Head Start programmes gtr.ss social development using standard
nursery school methods. There are a few good evaluaticns of Head Start's

effectiveness wnich are fairly consistent in their flndlngs. The
Coleman report evaluated thes eff:cts of participation in Head Start
during the summer of 1965 on the performance of children who entered
first grade the following autuun. Wol{f and Stein evaluated thie effects
in ilew York City on children who entered kindergarten in the autumn. (23

According to Coleman's nationwide survey, Head Start was effective
in reaching the cnildren most in need of it. "The highest degree of
participation was in regions characterized by low socio-economic status
and low test scores ... Overall Project Head Start programs were
offered in communities where they were most needed and were attended
by pupiles ... from more deficient backgrounds than pupils who did not
participate," Furthermore, the effects of Head Start were largest for
the participants from the most deficient home backsrounds. "Controlllng
for race, region, kxindergarten attendance, and various measures of
socic-economic status, it would appear that scores for participants

e
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were consistently higher than scores for non-participants from the same
schéols for pupils from the poorest families".(24

Effects on educaticnal motivation were lavger than effects on
ability test performance. ".., we find that Head Start participants
fyom lowest SBS backgrounds have a higher educational motivation
than non-participants. This is particularly true for Negro pupils from
poor families, although this difference tends to appear for all Negro
children. For whi‘tes, participants from lowest socio-economic back-
grounds seemed more motivated than non-participants in some regicns,
while no efiects of Head Start participation could be found for higher
SES white pupils". ) .

The greater sensitivity to Head Start exposure of the most deprived
pupils was also found by Wolff and Stein. They discovered further that
Head Start children with kindergarten teachers rated as "oood" gained
more in kindergarten than matched non-participants, while those Head

Start particivants with kindergarten -teachers rated as "poor" did less

well in kinderzarten than non-participants. In general, throughout the
Coleman report, the finding is that deprived children's performance is

more resgonsive to the/édequacy or inadequacy of their school environ-
ments than that of non-deprived children, for whom the mors determining

. environment is the home,

“ -

The most recent nationwide evaluation of Head Start, made by
~estinghouse Corporation and Ohio University, tested the cognitive
ability of Head Jtart children after a year or two of primary school
and found no difference from a matched group of children who had not
been in Head Start. Althoush the study unfortunately had no data Wnich
might have illuminated the reasons for this ineffectiveness, it suggested
that Head Start mignt not have been sufficiently intensive, might not
have begun sufficiently early in the child's life, and aizht not have
used the best yo%siblc metnods. Critics of this study have pointed out
that it failed to measure the socizl behaviocur ana educational motivation
which previous studies had shown to be the main aregas of Head Start's
effectiveness. It also fniled to differentiate sumrer from year round
programnes.

The Committee for mcunomic Development nas estimated that an
extension of Head Start to 80 per cent of three-to-five year olds in
poverty would cost A2.8 billicr a year.(25) Compared with the cost of
other suggested innovations - instructional televisicn for 75-80 per
cent of the elementary and secondary scnool population vould cost 5265
million %o $1.5 billion; one hour a day of computer-assisied instruction
for all elementary ana secondzry pupils would cost £24 billion - this
seems cheap. There rei.in difficult questicns. The effects of Head Start
are smell - as would be expected {rom a programme ol short duration.

The effects d0, not persist if the child :oves from Head Start to an
inferior primary scaool. Since licad Start programmas vary greatly amon
themselves in philosopny and procedure - it is not clear exactly whaet

"is producing the positive effects which *have been observed.

In order to produce large and persistent effects, Head Jtart should
begin at age two, It seems to many that a large programme of early pre=-
schooling for deprived children, combined with radical upgrading of
primary education for these same children is, on the evidence of* the
research at hand, one of the most productive educationzl investments
the nation could now make., Gains which have been fixed by the end pf
grade 3 are probably ineradicable. »m
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The other major compensatory education effort in the United States
is that administered under Title I of E.S.z.A. through the nation's
school systems. Again the ne.ure and quality of the programmes vary and
so does their effectiveness. In New York City and in Boston, th
of the programmes is to invest in small reductions of pupil/teacher
ratios and in more services of the kinds already availaole. Research
has demonstrated, however, that small reductions of alass size are
unproductive of academic improvement (Project Talent.(26)) Drastic
reduction of class size might be productive. (Some of the' innovative
schools discussed above try to handle this problem by providing small .
group instruction for part of the time,)

There is no nationwide evaluation of Title I's effectiveness.
Various local school systems are trying to evaluate their own programmes.
In dew Yock City, however, a very similar programme has been given a
competent evaluation. The More Effective Schools were found, after two
years, to have produced no significant changes in academic achievement,
though they did have favourable effects on teacher morale,(27) This
evaluation study has been the subject of sharp controversy. In particular
it has been attacked by teachers who originated the programme., As a
result, in part apparently of the evaluation, the Board of Education
has cut back the programme. Nothing in the evaluation study itself
suggested such a move, It was pointed out that two years may be too
short a time for effects to shnow and that some favourable motivational
effects on students vere present., However, a previous programme:of
similar nature - Higher Horizons ~ showed no long-term academic effects
after an initial period when high enthusiasm seemed to be producing
results - and this experience probably influenced the Board's decision,

Zvaluations of compensatory education programmes in other large
cities have produced uniformly discouraging results,(28) It seems
poss%ble that they are a case oI both "too little" and "too late".

}
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The New Curricula
|
|

In March, 1956 Jerrold Zacharias, a physicist on the faculty of
the Massachusetts Institute of Technology, sent a memorandum to
e development of ;

James R. Killian, then Presiaent of MIT, proposing the de
some teaching materials for use in secondary school physics. Through

Zacharias' efforts there developed a large-scale reform in the physics
curriculum of the high schools. The Physical Science Study Committee
(PSSC), in pioneering reform in high school physics was the catalyst
for a wave of curriculum reform in all the high school academic subjects.

Today the new curricula include several well-known programmes: in

mathematics; in biology; in chemistry; in English; in foreign languages

and in the social sciences. clemwentary school science and social studies
gh school

have also been "reformed", but most of the effort is at the hi
level, No academic subject has remained untouched by it.

It was the poor academic preparation of the new mass of postwar

college students that convinced many ccllege teachers of the need for
upgrading high school agademic curricula. The success of Sputnik gave

the drive for reform a national urgency.

The new curricula have been most frequently initiated by emihéqt

men at the college level. Howéver, high school teachers have been
deeply involved in writing and testing of the new materials. This
collaboration of scholars and high school teachers has helped to bridge ;

the gap betweer the universities and secondary schools,

N N ke e

The development of new programmes has had a level of funding that |
routine curriculum revision by local school departments never commands.
The reformers saw a chance to make a wide and Aasting impact on the !
schools. Most of the funds came from the National Jcience Foundation !
and such private groups as thc Dord and Sloan Fouﬁgations. . j

The curriculum revolution has not, for the most part, questioned |
the inclusion or exclusion of certain subjects from the academic cours?
of study in high school. For instance; scientists are not suggesting |
that a year of geology replace biology. The present pattern of presentf
ing biology in the tenth grade and chémistry and physics in the 1llth
and 12th grades has been accepted. Whay has been challenged and changed
is the content of the courses. \ '

A common objective of all the projects is to stress the underlyiﬁg
( structure of the subject,{29) "The Chemical Bond ‘Approach Project is An
attempt to develop an introductory chemistry course which presents
modern chemistry to beginning students, The presentation is intended :to
give students a preliminary understanding of what chemistry is about,
ratner than simply an encyclopedic collection of chemical reactions'and
overview of diverse conclusions held

laboratory techniques, or a mere
by chemists today. Such 2 course must be an organized '‘one in which the
the discipline itself., Since conceptual

pattern reflects the structure of
schemes play a major role in the organization of chemistry today, the
{
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- organisation of the course in chemistry ir best based on conceptual
’ schemes", (30) Knowledge in any field is so enormous that no one can
possibly master it all. Hopefully, the student who has mastered a few
| central concepts can relate previous and new learning effectively.
f To understand the nature of the scientific method, the student
must be actively involved in investigation. The laboratory work of ali
the new science curricula attempts to replace the kind of cookbook
experimentation that characterized much of previous laboratory
experiénce. The idea is for the students to have the chance to "move
step by step, from acquiring the necessary skills and preliminary
acquaintance with the problem, toward the frontier of knowledge, where
they can explore together a bit of the unknown and learn by patience,
carefulness and persistence to the point of obstinacy, precision in
measurement and accuracy in observation. They can sometimes experience
the joy of discovery., They must learn to ask the right question = to
frame a testable hypothesis. They must learn to draw valid conclusions
from their data and to determine the significance of their findings.
They must learn that science frequently advances through the correction
of the errors and inadequacies of earlier science. And all of this
takes time",(31)

Bvery significant reform has attempted to bring curriculum up to
date. For example, at the time Zacharias and his colleagues examined
physics texts being used by high school students, almost all used an
exclusively Newtonian frame of reference. #hile this is appropriate in
many instances, it failed to recognize the Einsteinian theories. PSSC

‘uses an ZEinsteinjian frame of reference.

Concurrent with new dpproaches to curriculum content are eprBr-
ations into new methods "of teaching., The student's exposure to a fairly
lengthy experimental laboratory experience was mentioned above. Rather
than presenting a subject as if it were an unambiguous, untentative
body of "secular theology", there is an effort to make the student aware
that the answers scholars have are only approximations and are often
ambiguous. Rather than depending on the memorization of "facts", the
student is asked to seek (and not always find) answers through hi& own
ettariys. He may be given several "partienlars" first and asked to work
through to the "law" on hig cwue

T¢ help foster the insuctive aporoach to instruction, the new
programmes ysually include a wide range of integrated materials. These
include a toxtbook, series of films (PSSC has over 60), inexpensive
kits for students to construct such things as their own balances out
of soda straws; laboratory and teacher guides; battery of achievement
tests; couprehensive series of related paperback books. The materials
are all designed by the same people. Each part is designed to be used
with every other vart to produce a unified learning experience.

The production of such sophisticated educational materials tends
to change the role of the teacher in the sense that she is no longer
responsible (along with a textbook) for presenting the subject matter.
She will more often be guiding the student through the material,
presenting him with intriguing problems, enabling him to work through

| to tentative solutions on his own. " ‘

4
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But the need for quality teachers remains. "Serious limitations
are imposed upon the student's ability to leazrn by the instructor's
ability to teach. If the student is to be brought to the frontiers of
knowledge the teacher must know the whereabouts of these frontiers. If
the student is to be encouraged to grope, the teacher must at least be
able to suggest which of his roads are likely to be blind alleys".(32)

. Teachers need to be retrained to work effectively with the new
curricula. Some programmes sponsored by the National Science Foundation
have used summer institutes and in-service institutes.to reach teachers.
Some of the otstacles to teacher re-training will be discussed in the
section on Programmed Instruction. While the problem of reaching the
42,000 physics teachers in the United States is a challenge, what about
uqﬁqf problem of reaching 1,000,000 elementary school teachers?

nosrnh o

} Four different means of evaluating the new curricula have been
iused: (1) observing whether students using the material appear to be
iprogressing successfully; (2) interviewing students and teachers using
the programme; (3) testing students, using achievement tests especially
designed for the new material; (4) comparative testing of students using
"new" and "o0ld" programmes using both traditional and specially designed
new tests. The results from the comparative tests sccom to be the same
from field to field. Students who have been taught by conventional

‘ methods do well on conventional-material testsy but often do poorly in
tests on the revised material. Students in the new courses do as well

as students in conventional courses when the tests do not reduire the
recall of specific terms or facts but demand problem-solving abilities.
The sharp difference between the PSSC course and other physics courses
has been recognized by the Collegz fntrance pxamination Board which has
provided separate cxaminations in physics for PS3C and non-PSSC students.,

One of the difficulties of determining just how successfully the
"new" cur-icula come over is that the course objectives are not always
clearly defined. "Unfortunately, course goals frequently have a rather
mystical quality. What does a student do when he intuitively senses the
structure of a fi€ld or thinks like a physicist?"(33)

Despite the vopularity of the new maths, physics, biology and other
curricula with many teachers ani students, innovators are less than
satisfied with the spread of curriculuym changes so far. According to
Goodlad (1964) schools using the materials are for the most part in
upper-middle class co ities rather than rural school districts and
lower class urban aread. A somewhat more optimistic picture isg painted
by Uri Haber-Scheim in the March 1967 Physics Today: "The PSSC course
in physics is used in i¥s entirety by more than half the high school '
students taking physics in the United States.”" But data released in
November 1966 through the National Research Council stated the following:
"Inrolments in public high school science by type of course 1964-65

Physics, total 526,200
Traditicnal physics © %84,700
PSSC 99,900
Advanced physics 41,600

For the same time period, the Physical Science Study Committee claimed
"5,000 teachers and 200,000 students" using its course. Contributing
further to the confusion, Conant, in The Comprehensive High School on
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the basis of the questions "Is physics offered? If so, is any type of
‘new or advanced' physics available? (For example, PSSC) "concluded:
" ... about half of all the schools responding have adopted the new
physics, about half the new chemistry, and over a half (64.9 per cent)
one of the new biology courses. Thus the evidence is conclusive that
those in charge of curriculum development in at least half the -schools

are alert to innovations and have adopted them". (Emphasis added,)

Shifting focus from the national scene as depicted by statistics
to the local scene as depicted by direct observation helps to clarify
the ,source of confusion. It is illuminating to read comments on this
subjeét from a Harvard field study of the Watertown, Massachusetts
school system: "Grades 10 through 12 offer traditional courses in
biology, physical science, chemistry and physics. Although the newer
science texts are used in some courses, these new approaches are offered
in name only. Lack of space, equipment, and time forces the science
department to teach content-oriented courses rather than to use the
laboratory approach recommended in all of the new curriculum materials".

(34) i

The phenomenon observed is not merely local: " ... observations
will show that in the majority bf‘high schools, teachers of science
lecture 80 per cent of the class time, and that the laboratory time is
given over to 'doing experiments' ‘with equipment laid out in advance;
hence, the results are postulated in advance. Yet teachers and adminis-
trators will assure the observer that the new curricula (PSSC, CHEMS,
BSCS, and the like) are being used and ‘inquiry' is the mode of.
instruction. In the intermediate and junior high school years, the
lecture approach is the major mode, although not to the extent found
in the high schools. In the primary years K-3), most 'learning by
doing', most 'inquiry' may occur. In the colleges, the lecture is
supreme", (35) ’
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Ihe New Educational Technology

1. JInstruction. What are the ingredients of programmed instruc-
tion? The subject mattér is composed into a sequential presentation
which may be in the forﬁ\gf a book, tapes, strips of paper, or slides.
The programme is subdivided into a series of items called "frames",

A frame is a unit of the programme which requires a student to respond.
Material presented in the frames builds up cumulatively in very small
steps. The information required to respond to a frame is contained in
that frame, or in the preceding frames, or both. In the linear

programme an attempt is made to maximize the probability of the student's
responding correctly. Errors are considered undesirable.

Programmed Instruction (P.I.) whether by machine or book has as
its goal the continuous interaction between the "teacher" and the pupil.
Unlike the traditional classroom situation where each pupil is only
intermittently in communication with the teacher who can only occasion=-
ally "reinforce his correct responses", P.I. sets up a situation where
there is continuous immediate reinforcement.

\\

To some extent programmes reflect the learning-~theory positions
of the programmer. Two divergent approaches have been called by Hebb,
the "connectionist" and the "configuratiorist" theories. The basic
controversies between these two positions in psychology have never been
resolved,(36) : .

The connectionist position is response centered. Learnirg is
supposed to occur gradually as the probability of desired responses is
increased through repeated instances in which a reinforcement or reward
follows the occurrence of the response. Numerous student responses
punctuated by frequent reinforcement of the "correct" ones are necessary
if permanent learning is to be achieved. A fundamental postulate of the
connectionist position is that behaviour is learned only when it is
"emitted" and reinforced, From simple units of ,behaviour, complex
responses are assembled by reinforcement in a chain. The kind of
response being strengthened and the kind of reinforcement used need
not be logically related., All that is necessary for learning to take
place is that the student be properly reinforced,when the desired
behaviour occurs - i,e. when he answers correctly, ’

The configurationist position focuses on the stimuli in the
learning situation rather than on the responge. "Stimuli in the
organism's environment are perceived in an organized and structured
manner; which stimuli and in what organization are dependent upon the 4
characteristics of the gtimuli themselves and on the previous experiences
of the learner ... Performance is not essential to learning; rather, it
is a product of learning in the sense that learning permits goal-directed,

roblem-solving behavior +to occur under the proper motivating conditions.
earning itself occurs when perceived stimuli become related to each
other, either spatially, tewporally, or conceptually in the form of a
symbolic representation ... To insure that the desired learning will

w
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occur, the learner's attention must be directed at the relevant aspects
of his environment, and these must be arranged in such a way as to
facilitate the formation of new cognitive relationships. Insight and
ideation are important determiners of post-learning performance and
must therefore be promoted by the instructional process. Most configur-
ationist theorists believe that learning is cognitive and that the
outcome may or may not be reficcted in later performance independently
of the success of learning. Thus, it is what to do, not doing, which

is learned and later applied when conditions are appropriate for
pesformance", (37)

The distinction between the connectionist and the configurationist
theories is reflected in the preparation of programmed materials. The
response-centered programmer, inspired by the connectionist position,
will provide many occasions for the desired response and the subsequent
reinforcement. In order that the learner may be frequently reinforced,
short frames are used with gradually increasing complexity and diffi-_
culty of response. Errors should be minimized. i

A stimulus~centered programmer, sinfluenced by the configurationist
principles, is more concerned that the material to be learned is
organized and structured in a logical and familiar context, rather than
that the learner be given many opportunities to practice the right
answer. He is less likely to present the learner with material frag-
mented in short steps so that the main ideas are lost and the develop-
ment of creative insighits difficult. This programmer does not feel that
wrong answers are unfortunate in that they contribute nothing to the
learner's mastery of the subject. Configurationists often employ
branching in their programmes - after a student makes an incorrect
response, he is directed to a remedial presentation which explains the
misunderstood material more fully. Stimulus-centered programmes try to
take account of individual differences in learners by employing several
different paths in the programme to achieve the same final mastery.
Certain frames can be omitted if the student already knows the material.
Special material can be included to remedy a student's deficiencies.

Thus response-centered and stimulus-centered programmes are likely
to differ in their approaches to response requirements, stimulus |
centent, error control, individual differences and programme organiz=-
ation. 4t the risk of oversimplification, the response-centered pro-
gramme can be identified with the linear programme and the stimulus-

' centered programiie with the branching programme.

In assessing the merits of the connectionist and the configuration-

‘ist tneories of learning, it is helpful to keep in mind the following

comments by Jerome Bruner: "The psychology of learning has been only
tangentially concerned, until very recently, with the optimal means

of causing learning to occur. Very little of learning theory is given
over to the designing of optimum orders of encounter for the learning
of materials ..... 20w can material of a certain kind be so presented
and so sequenced that it will be most readily and most transferably
learned? .... The results of such research would provide a bhasis for

a theory of instruction that is complementary to a theory of learning.
Not until we have developed a theory of instruction will we be able to
test propositions about the best way to teach something. Such a theory

- is required to "prove" ideas about curriculum. dithout a theory of

instruction, we are likely to accept uncritically some particular
25
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description of learning as a prescription for optimal learning. A case
in point is the idea that, in programmed instruction, "small steps and
immediate reinforcement after each step" is the best practice. What is
a small step? How shouli one choose a path up which the small steps
lead? In short, what is the program of programmed Iearning? -The
evidence on optimum program sequences is virtually nil", (38)

The first large-scale field testing of programmed instruction in
secondary schools was carried out in the Roanoke, Virginia, schools in
1960. No advantage of programmed instruction over more conventional
teaching methods was shown. Lack of demonstruted superiority notwith-
standing, Roanoke decided to include.programmed materials in the
.regular curriculum for the following year. By 1962-63 programmes in
foreign languages and other subjects were in use. The Roanoke Super-
intendent concluded from his school system's experience with programmed
materials that Zoanoke learned "the hard way" by not involving teachers
far earlier in the adoption of new materials. He estimated that it took
four months of the first year for teachers to féel at all confident
about what they were doing. Thorough teacher orientation is essential.
He also feels that teachers, and if possible, dtudents, should take
part in P.I. only of their own volition.(39) / *

f,

Some conclusiors that the school system of Denver, Colorado, has
drawn from experience with programmed instruction are: "The skill of
writing programs is ‘apparently a slow acquisition, and the task of
testing and revising programs is slow drudgery. But the task of
selecting programs is also a slow one", . (Fund for the Advancement
of kducation.{40)) To be certain of a programme, a school system should
test it on its own students to be sure it is suitable for a given group.
The school system should know as much as possible about the principles
of programmed instruction. The process of gelecting an appropriate
programme takes longer than choosing a new textbook.

Although it is not considered feasible for a school system to make
all or even most of its own programmes, Lommercial programmeS are
criticized for ignoring the principles of good teaching: variety,
interesting writing, effective visuals, and a preliminary overview,
There is gafdence of programmers' weak backgrounds in the subject
matter and blind faith in a stereotyped form of programming. Also
there is a lack of- research evidence that the programmes can really
teach. There i& agreement that the teacher's learning the principles
" of programming tends to improve teaching. :

From the experience of using programmed materials in the Chicago
area, mostly withtut machines, the following conclusions were drawn:

(a) Programmed materials (including appropriate tests) used by
themselves, are not likely to satisfy either teachers or
students.

' »
(b) Programmed materials, used within a consistently "individuale -/
ized" method of teacuing, would enable students to move at
their own rate; but there are formidable problems that will
have to be solved before an appropriate teaching method for
this objective can be described with any assurance.




(c) Programmed materials, enriched and reinforeed by many other
activities within the class - in other words, employed as
aids 1like workbooks or films - can be used successfully by
teachers.(41)

2. Instructional Television. To meet the challenge of rising pupil
enrolments and teacher shortages, many educators have looked for help
to instructional television. According to researchers Murphy and Gross
of the Academy for |ducation Development Inc., "Whether measured by
the numbers of students affected, or by the quality of the product, or
by the advancement of learning, television teaching is still in a rudi-
mentary stage of development. The medium can take credit for nelping
understaffed schools to cope with ever increasing enrolments. But
television has not transformed education, nor has it significantly
improved the learning of most students, In short, TV is still far from
fulfilling jts obvicus promise., Television is in education all right,
but it is sfill not of education ....

"Television works as an educaticnal tool. There is no question of
its validity as a medium of instruction. Students can learn from tele~
vision, as they can learn irom teachers and texts, radio, recordings,
and films. But educators are still far from grasping the real nature
and potential of television,

"Indeed there is evidence that undue concentration on the medium
as such has limited television's usefulness. Television has usually
been introduced into schools and classes without changing anything
else, just as movies were used in the assembly programs of an earlier
day. Few educators have used the new technology to help bring about a /
basic change in instruction, and there has been little relating of
television to other new media and technologies.

"As a matter of fact, the most_conspicuous result of television
teaching has been an incidental byproduct: the medium has displayed
in public what had heretofore gone on behind too many closed classroom
doors - uninspired teaching. But the medium should not be blamed for :
magnifying the basic flaws in instructional procedures. As it has been -
used to date, television cannot upgrade the quality of American education; .
it can only alleviate the problems created by having too few teachers,
too many students, and swelling curriculums".(42)

Instructional television (1TV) can be transmitted by a brcadcast
station or throuzh a closed circuit., The advantages of closed circuit
television can be observed from looking at the use of instructional
television in Hagerstown, Maryland. The Hagerstown system can send out
six lessons simultaneously over a coaxial cable linkihg 45 schools.

In this manner several classes may be presented simultaneously and it
is possible for & school to choose the programmes most appropriate for
its students. The programues are planned, produced and- written by
teachers from the regular teaching staff. The television teaching has
been particularly helpful in meeting teacher shortages in the areas of ~
elementary arithmetic, science, art and music,

. In contrast to Ha§erstown whose continued use of instructional
television (since 1957) testifies to its successful adaptation for

classroorx use, an elaborate Midwest airborne broadcasting system has
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failed as a device for classroom instruction. "This national technical
system, contrary to original expectations, generally has not become a
device for classroom instruction, but rather a telecasting system
emphasizing popular culture, and aimed at the adult population. According
to reports published in 1963, only.l0 per cent of this telecast effort
was directed toward classroom instruction, While the economic pressure

on education may force a continued expansion of educational classroom
telecasting, the results thus far indicate a failure of broadcast edu-
,cational television to gain widespread acceptance in depth in educational
institutions. Closed circuit television, much more successful as a
college and university medium, has met the same resistance. Extensive
availability does not meam extensive utilization". (43)

The more extensive use of instructional television in Maryland than
in the Ohio Valley area is probably due to the fact that the teachers
in Maryland had more choice in programme selection and were using
programmes created by-their fellow teachers.

"It is apparent that one factor conditioning the extent of use of
televised classroom instruction is the flexibility of this medium, i.e.
its adaptability in meeting varying classroom needs. Certain tendencies
in patterns of decision-making and authority with regard to the creation
and use of televised materials already are apparent and promise to
diminish this flexibility. The general direction has been toward greater
centralization and standardization. This trend is due not only to the
inherent technological characteristics of the medium, but also to the
manner in which television is being introduced into the schools. The
production of television content is expensive and, in order to reduce
per student costs, there is great pressure to produce for the widest
possible audience for each program. In addition, television is being _
introduced from the top down by administrative decision, and is being
developed by organizations operating outside the school system, The fact
that these organizations are sponsored by tax-free foundations does not
alter their highly centralized decision-making approach ...

"As educational television becomes developed, the content of mass
education is determined increasingly by specialists who are concerned
with techniques of mass dissemination of messages, rather than by
professionals who are concerned with educational content. The division
of labor and correspondingly of authority, shifts as new personnel
are brought into the educational institutions in order to develop these
media. One critic stated, or perhaps cverstated, the case in the
following terms: to gct the kind of program he wants, the teacher
?usg be prepared to struggle against men who call themselves experts”.

44

Murphy and Gross report that "about 7,500,000 in the elementary
grades; & little over 2,000,000 in secondary school; and a little over
600,000 in colleges and universities; and 1,000,000 students of
undetermined grade level are using ITV, In relation to actual school
enrolment, the figures demonstrate that TV has made its educational
mark predominantly in the lower grades, The use of ITV in the secondary
school was not much higher proportionately than it was in higher
education”.
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Murphy and Gross also report: "As to what was taught, how often,
and for how long, the NITL survey produced a number of interesting
findings. A large majority of all televised courses in the schoolsg were
beamed at the elementary grades, most of them to grades four and six.
The closed-circuit systems surveyed placed much more emphasig on basie
instruction than did schools using broadcast television. Of the
programs distributed by ETV stations, about half could be classified
as supplementary to the local school curriculum, about a third as basic
instruction, and a sixth as enrichment, (45)

With respect to costs, a 1962 study by henry R, Cassirer concluded:
"Because of the wide variability in types of installation, it is
difficult to give a cost estimate of operating a closed circuit tele-
vision system. Few studies have been made and they are significant only
in relation to the specific purposes served and the mature of the
installation".(46) The Committee for Economic Development gives a cost
estimate for a 100,000 ~student system model based on one hour of
instruction per student per day through television. Costs vary depending
on whether the programmes are locally produced as in Hagerstown,dissem-
inated.from a central broadcasting facility, or through the use of video
tapes. (47) :

Video tapes can take advantage of the best of open broadcast and
closed circuit broadcasting. Particularly good open broadcast programmes
can be rented and used at the teacher's convenience. Other advantages
are: "Entire courses can be placed on tape and a teacher can be freed
to work individually with students. Lectures can be given one rather
than two to five times each semester. The machines can be used to A
analyze pupils' work ir ony "of the performing arts - music, theatre,"
and dance. The image and sound can be recorded and played back almost
instantaneously. A student of the violin might play a passage, then see
and near that passage replayed for him immediately. In physical education,
immediate ‘recording and playback makes possible correction and analysis.
In public speaking, debate, and in fact in all communication, a recorded
image can be made and played back for analysis and improvement. In the
field of education a tape can be replayed numerous times to discover
details concerning.learnin: and instruction that might be lost with
normal observational techniques".(48)

In addition to the expense of television for use in instruction
another factor to be considered is to what extent the regulgge~ classroom
teacher will be able to "follow up" the television lesson with her class.
For instance, if lack of qualified language teachers prompts a school
system to substitute a television teacher for a live instructor, it
must be recognized that the television teacher alone cannot do an °
adequate job. Programmes in Philadelphia, Detroit and Los Angeles
addressed themselves directly to the child but at the same time encour-
aged the classroom teachers to learn along with their pupils. Bvaluation
of the children's progress indicate that the effectiveness of the
programme depended upon follow-up, continual practice, active interest
and competence of the classroom teacher. (49)

Not only foreign language lessons need follow-up to be effective,
but also science, art, and music lessons. If the television teacher is
being used because the classroom teacher is not qualified-to teach the
subject, it is problematic how effective the necessary follow-through

can be,, :}S)
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3. Qomgute;—Assisted Instruction, A key question to be asked about any
kind of educational technology is the following: is its cost so high

that only large-scale adoption makes it economically feasible? If =o,

does that mdke necessary or probable large producing organisations with
centralized control?

Organisations of national scale with centralized control in the )
field of educational technology would decrease the 1lexibility of schools
in meeting individual needs. Schools would find that they had to gear ©
their'Qwn activities to the schedules set by the controlling organisa-
tions and to their standardized items of interrelated "hardware®™ and

example, Janowitz and Street contrast the foundations
experiment\in airborme educational television in the 1950's with the

' paperback revolution in schoolbooks. They have been quoted above on the

subject ‘of STV, On the paperback revolution, they have this to say:

" ... the mads textbooks ard other printed materials are in interfsting
contrast to educational television because the result has been a
contribution to individualization and use of a problem-solving fofmat...
the fundamental advantage of books is that they -are not programmed even
though some authors crudely try, so that books as media can arou
different interests and enthusiasms in different children.... Access-
ibility to books has been found repeatedly to be a crucial’variable in
the amount of reading; books now can be produced and distributed more
cheaply....from a technological point of view, new printing processes
could make possible greater standardization of text book content.
Nevertheless, the degree of standardization has diminished... Ia ge
mass market paperback firms, which represented 57 per cent of all ,
paperbound output in 1961, no longer produce the major percentage\of .
paperback titles... in 1962 they claimed only 26 per cent of the total
output. Thus, the impact of the new media...has had the result of
producing new and varied titles,..these books supplied the basis for
the dramatic upgrading of both college and high school humanities and
language courses...In 1962 paperbacks accounted for almost one-third

of the bogks on art, business, education, sociology, economics, language,
law, medicine, and philosophy...not only has decision-making over
production been relatively decentralized but decicions over use also
have been relatively decentralized. The teaching profession has heen
able to maintain and even increase control over the choice of printed
materials, as they have not been able to do with television".(50)

Since Computer-Assisted Instruction (CAI) is extremely expedgive,
even wita economies, of scals taken into accouit, it is more -likely to .
resemble the rigid pattern of instructional television than the flexible
pattern of the paperback textbook field. Only extremely large firms
aiming for a national mass market can afford to invest in the develop~-
ment of CAI. The Committee for Economic Development calculates that to
provide one hour of CAL a day for every elementary and secondary pupil
would at present cost $24 billion per annum, three-quarters of the total
capital and current expenditures for elementary and secondary education
in 1966=67, Without clarifying a great many considerations related to
the kind of CAI contemplated, they conclude that computerized ingtruction
is economically unfeasible for the present.

0




Economic considerations aside,ﬁit is worthwhile t0 consider some
other aspects of the claims for CAI™. In considering the claim that
it contributes to "individualization", one must consider two very
"different meanings of that term. One meaning Dr. Anthony Oettinger
translates as "mass production to narrow specifications with rigid
quality control". Under this definition the student "goes exactly where .
he is told to go" but at his own pace and with some variation in the .- .-
. routes by which different levels are arrived at, the variation being "
mainly in terms of different sorts of remedi.tion depending on needs _
(branching programmes). A quite different definition of "individuale !
ization" has to do with the cultivation of individuality or creativity.
The .two are very nearly opposite, but in the literature the distinction
between them becomes blurred.

In almost all of the experimental work done, it is the first
definition which is implicit. One claim for CAI is that eventually it
will be possible to make available to "millions of students" a very
lapge number of programmes at any iime they are wanted, assuming the
student has access to a console hooked in to a lagge shared-time
computer. However, there have been some computer inulations of
situations where individualigzed instruction is implemented for a limited
curriculum with a limited number of students and the simulations show
that complete individualization very quickly runs up against the problem 4

- of excessive demands on scarce resources. When this- happens, it becomes
necessary to reinstitute some& kind of group scheduling. That is, certain
programmes are available to certain students only at certain times - or’
else the problem of programme availability gets out of control.

A study by the Systems Development Corporation ‘included the
simulation of an individualized ninth grade algebra course:

"The simulation was based on data that represented actual students
in the operating school. The passage of the students through the course,
receiving instruction individually and in small groups, being tested,
getting help from the teacher and being referred to the counsellor, was
simulated entirely on the machine. The results led to the conclusion
that the school's procedure for grouping students was both inefficient
and impractical. It appeared inefficient because of the time a student
had to spend waiting for a group to form, and impractical because as
students spread out over time the number of groups :increased and the
size of each group decreased. Demand for instructors soon exceeded
their available time and students were spending too much time in non=-
productive waiting. These conclusions were subsequently verified in the
school being simulated..."(51)

v

*Here, I rely heavily on Professor Anthony G. Oettinger, of the
Harvard/IBM program on Technology and Society. I quote from his
"The Myths of tducational Technology", Saturday Review, May 18,
1968, 76=-77; and with his kind permission, from his witty and
illuminating book Run, Computer, Run, written with the assistance
of Sema Marks. Harvard Studies on Technology and,society, Cambridge,
Mass., Harvard University Press, 1969.
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"The Brentwood system, as it currently stands, can store only a
limited segment of the mathematics and reading programs at one time,
Hence a new pupil cannot enter a group which has been working on the
reading program for a year and begin from the beginning - that part
of the course would have been removed to provide for later lessons. Of
course, a past lesson can be re~introduced for this student if the
operator has been notified im advance. Given the current conditions of
computer operating systemsy such jugglings are not necessarily trivial.
1In the future, scaling up” to Suppes' 'millions of school children' will
lead to the familiar difficulties,

"Similarly, if the achievement spread of students using the read-
ing program at any one time were too great, it would very likely be
impossible for anyone to use the arithmetic sequence".(52)

In general we know from several stuaies that achlevement spread
increases with age. Suppes has found "that when students are given the |
opportunity to progress at will 'the rate at which the brightest ﬁ
cnildren advance may be five to ten times faster than|\ that of the i
slowest children'. Although he began with a zroup of gtudents ‘very
homoreneous in initial measures of ability' 1IQ range from 122 to 167,
with a mean of 137.5) after a year and a half the sprepd was 'almost
_two years™ (53) It is no wonder, then, that in one observed case of )
individualization the spread of individuzl variability became so
inconvenient for the linmited teacaing staff that teachers began
"limitingz the output o: the fastest students".(54)

In view oI these findings the projected completely "individualized
programs of instruction" for some bk -~ school complexes of 5,000
students are unrealistic - especial. ince the student body is intended
t0 be heteroseneous both socially an. ibility-wise. '"he most such a
high school is likely to do is substitute a more complex tracking system
for the simple three-and-four-track systems now in use.

Another serious problem of individualization is monitoring stuaent
progress. It will be recalled that this was an unsolved problem during
the first year at 0ld Bethpage. It ig often claimed that the computer
will relicve the *eacher o1 the need to monitor the stuasent's progress,
just as various technological devices will take over the teacher's
function of presenting materials. Monitoring by computer or by a
programme is only possible 1f the precise skills to be mastered and
levels 'of mastery to be tested can be programmed in.

"eeo the IPI (Individually Prescribed Instruction) efrort in
mathematics is 'a K=6 math curriculum with 800 criterion points'. ...
eesgs On .ovel C-Numerat:on: 1. lead, write numerals 1-200. uequence
from any startin; point ... Flace Value: 1l. identifies place value of
the units, 10's, 100's to 200. Indicates 'greater than' 'less {han'.
addition ...3. oums or 2 or 3 numbers, no carrying. (NS48 .BOUT CAI,
liay, 1967, snteler, Inc.)

"Ph. value of whatever success the Pittsburg (IPT) project may
eventually acnieve thus clearly depends on the vslue one attaches to -~
the 'behaviorally definea objectives for eacli sub-area in the subjects
involved, ' in short, to the '8U{ criterion points'. This criterion of
systo 15 performance is crucial and shoula never be lost from cicht
arons the technicalities ... In fact, so long as it is policy to strive
toward uniform goals, 2llowing individucl variations only in style,

>
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speed or level of achievement, the success of individualization in the
narrow sense described .. (above) .. seems more likely to reinforce the
stamping out of idiosyncrasy in the school than to encourage individual
variatien in goals", (55)

Another problem with computers and similar educational machines
is their incapacity to stand up under the kind of use children give them.
A user reporting on students' work with a computer in a statistics course
mentioned that the computer was very often in a non~functioning state -
which was Jjust as well, he said, since it gave an added touch of realism
to the course., hany high school lansuage laboratories have had to hedge
the use 0f equipment with highly regimented rules. One such set of rules
quoted by Oettinger warns "No one is an individual in thé language
laboratory"! This sort of thing arises from experience with students
unwiring headsets; unscrewing screws; destroying tapes, etc. One wonders
what a school system which tells teachers to keep textbooks out of
pupils' reach except when they are actually in use for a lesson would
feel about the prospect of expensive, deliczte machinery in the hands
of these same children. Such problems would be trivial except that they
occur so universally and with such regulariiy. Teachers, who are often
made responsible for keeping.equipment in good condition, do so by
stashing it in the closet.

A final point that Oettinger emphasizes should be mentioned. It
is often saiu that educational technology will nelp solve the teacher
shortage by maklng education capital-intensive rather than labour-intensive
(though this is generzlly not said to audiences of educators)}, "There is
merely no evidence for this," he states. P.I. requires highly skilled
constructors of progsraimes, less ckilled mac:ine programmers, engineers,
maintenance men, repz2ir men, etc. sducational television requires the
whole panoply of occupations connected with television: directors,
producers, cameramen, prop men, sound men, lighting experts, film
editors, etc, Very many ol these occupations are anigher paid than
teaching, and in some of them, for instance computer programming, the
shortage of manpower is serious. The differsnce in pay scales makes it
unlikely that all these technicians would be "the servants of the
teacher" as advertised. And if teachers themselves acquire any of these
skills - such as programning - they may leave the claswroom for greener
valleys.




III. THE PROCESS OF INNOVATION ,/

The process of educatlonal innovation, a tgpic related to the
sociological theory ofwcomplev organisations, Has been the object of
very little study, most of it recent. ResearcHers generally agree that
the stimulus for educational innovation usugdly comes from outside
educational institutions, rarely from withifi. Why should this be so?
Gittell and Hollander whose study of Six Urban School Districts
emphasizes the failure of the city school systems to change in response
to a radical change in the composition of their clientele, attribute the
failure to several fagtors. They emphasize that these systems are too
large and overcentralized., The concentration of decision-making pgwer
among a small cadrq;bf career officials and the fact that this cadre,
must make all the wain decisions for such a huge system, makes the N
policy-making process glacially slow. In addition, they p01nt out that
most of the ,ollcy-maklng crdre in each system tend to be recruited
from within it;.‘that is, they are career bureaucrats who have made their
way up to the fop within that same system and have accumulated a large
numbar of personal allegiances along the way. Their 1ntegraplon into a
network of personal obligations makes it very difficult for them to
innovate, since innove ion would usually disturb groups and, persons to
whom they owe loyalty. School superintendents from outside are.more
innovative than superintendents chosen from within the gystem -~ but
this is so only if they are provided with the means for recruiting an
adequate staff loyal to themselves; if they are dependent on the staff
work of long-time insiders, their efforts to innovate can be easily
subverted.

These findings leave unanswered the question of why it is that
recruitment of teachers and administrators is so inbred. Part of the
answer for a city like New York is the fact that at some past time its
own standards for teacher qualification were nigher than those of the
state. New York City teachers must pass a city examination in addition
to meeting the state qualifications. It is doubtful that the city
examinations still function in the way that they once did. Their main
consequence today seems to be that those "in the know" with respect to
the character of the examination - and these tend to be the graduates
of a relatively small number of training institutions in and around the
city -~ are the most likely to pass it, while able people from other
parts of the country are eliminated by it.

Another re:son there has teen little innovation from within city
school sy.tems:is that .there nas been no surplus of resources for
innovation. The budget is almost completely accounted for each year by
routine comuiitments, mainly to salaries, supplies, and plant maintenance
and expansion, often at a less than adequate level. A school system which
must house pupils in old, unsafe buildings, wnich can barely supply them
with the minimum necessities in terms of textbooks, paper, and chalk,
which has a severe shortage of teachers not to speak of specialists
like testers ane remedial readingz staff - can hardly be expected .to
innovate, Zven i an innovation promises to save money eventually, the
process of instituting it is likely to be expensive.
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Galbraith has written about the general tendency of the United
States to affluence in whe private sector and underspending in the
public sector,(56) Before World War II, education was not regarded as
an especially central institution. That has changed. Lducation is now
seen as quite central to private interests in "upward mobility" and as
a consequence there is more public willingness to invest in it. However,
education still lacks lobbyists where it needs them = often in state
legislatures. The concern in the 1910's and 1920's to divorce schools
from the political party "spoils system” has led to a ritualistic
avoidance of politics by educators which has become unreal and uncon-
structive. It has amounted in many cases to ceding influence to school
boards made up of representatives of the business community whose chief
concern is to keep down local taxation. It has meant that educators -
hesitate to bring pressure on state legislatures to allocate more money
to education, In big cities, it is often the mayor who must be the main.
spokesman of the city's interests before the governor and state
legislature; but a school system completely independent of mayoral
control is not likely to find a strong spokesman in him.

Another reason often mentioned for the lack of innovativeness in
school systems is the nature of their organisational structure, Although
most professionals these days, including those in the o0ld free professions,
work within complex organisations, professional personnel function in
special ways in thosc contexts. Altanough there is constant tension between
the demands of-professionalism and the organisational requirements of
bureaucracies, doctors in hospitals, scientists in industrial research.
organisations and professors in large universities are able to maintain an
autonomy in their work which is based on their expertise. They are able
to participate in a system of sanctions dispensed by their peers, and
t0 maintain a democratic collegiality in team work rather than a hier-
archical command based on official status. sStudents of organisation
agree that where authority is based on expertise rather than on hier-
archical position ~ that is, where the type of structure arising from
professionalism exists within the organisation, tne organisation is
more likely to be innovative than if it were bureaucratic. However,
school systems typically have the bureaucratic type of structure rather
than the professiohel, and this seems to extend to colleges of education.

A case study g itself, by the Center for the Study of Educational
Adzinistration at Origon - one of the U.S.0.E. Research and vevelopment
centers - found thdt there was a dcep cleavage in the patterns of
communication and behawiour at the Center between the staff members who
cnme from the field of education and those who came from the behavioural
sciences. In general the people engaged in basic research were the
behavioural scientists and those working in development and dissemination
were educationists. The author divided the personnel, according to their
patterns of communication, into Organisation Men and Research Men. He
found several differences between them. (1) The Organisation Men
regarded the Center as an end in itself; they felt it a duty to know
everyone's name and rank. They used the Center's library, attended its
seminars ana read its internal memoranda with care. The Research Men
regarded the Center as an instrument for getting research done. They
were not especially concerned about knowing everyone's name and they
were far less concerned with rank than the Organisation llen, They used
the university library in preference to the Center library and they did
not attend Center seminars so frequently nor read internal memoranda
with such care. (2) Although the graduate assistants to the Researchers
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tended to be young students while the graduate assistants to the
Urganlsatlon len were often men of mature years and many years'
experience in educational administration, the Researchers treated their
assistants more nearly as colleagues - asking their advice, for instance,
whereas the Organisation Men treated their assistants as inferiors and
never asked their advice. The assistants thus found the experience

traumatic. Organisation iven spontaneously identified themselves
and others in terms of their rank., Research Men spontaneously identified
themselves and others in terms of "what they were working on", There

was little communication across the boundary between education and the
behavioural science#; thus, functlonally speaking, the Center was not
very "1nterdlsciplinary" (57)

This study is cited here to indicate that education is a quasi-
professional field. Schools of graduate education apparently socialise
their students for the behaviour appropriate to the bureaucratic systems
in wnich they will function. The teacher, as a quasi-professional, is
in a position filled with contradictions. On the one hand she leains
heavily on supports and materials which in effect encroach heavily on
her autonomy: curriculum guides, textbooks, "advice" from principals
and supervisors. The effort to devise curricula and materials which
will be "teacher-proof" is evidence of the view held by the authors of
these curriculum materials that teachers are not to be trusted with.
professional judgements. Much in the teachers' own behaviour resembles
that of the bureaucratic employee more than that of the professional,
Teachers feel little obligation to keep up with any literature or to
seek out new and better ways of performing their functions. Rather
than searching for new practices they often feel that there is an
admission of inadequacy in imitating the practices of another teacher.
New teachers coming into the schools from colleges of education are
criticized by the older, established teachers for any fresh new practices
they try to introduce. Introducing new practices is regarded as
"showing-off" and rate-busting”.

At the same time that the teacher does not, in many ways, behave
as a professional - nor is she permitted to do so by the system -
teachers think of themselves as professionals and use professionals as
- their reference group. Consequently they resist innovations introduced
from outside as an encroachment of their "professional autonomy". Non-
participation in decisions affecting them is deeply resented, especially
if those decisions are made by "outsiders" rather than by their
recognised superiors within the school system. The notion that"non-
educators" can make competent decisions about schooling seems especially
to fly in _the face of claims that education is a profession. Thus
teachers, principals an. superintendents do not relish the control over
educational decisions which is intermittently exercised by lay boards
of education. This is bad enough when the lay boards consist of citizens
whose own education equals, or surpasses, that of the educators. When
there is a threat that decisions concerning their competence and
concerning matters like curriculum, will be made by boards of laymen less
educated than they, and of lower social status than their own, the
situation so flagrantly denies any professional expertise to the educators
as tc become, from their point of view, intolerable. It is the fact that
education has a weak knowledge base which makes threats of this kind
from the laity possible.

6
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Another cause often cited for the lack of innovations in school
systems is the fact that they are monopolies. Since they face no
competition, they need nét be concerned with improvement of their
services. In point of fag¢t, the public schools are in competition with
private and parochial scho¢ls, and they have lost to those schools many
of their most academically ‘able pupils. Still, the law guarantees them
a clientele, however unwilling. A number of critics have proposed that
competition between schools for this clientele should be introduced in
some form. One proposal is that parents be given a state tuition allot=
ment instead of being provided directly with educational service.
Competing schools could then be organised and parents might freely
patronise whichever they wished. levin (58) has criticized this proposal
on the obvious ground that it would lead to a still more unequal .
distribution of resources among Schools than now exists, Better off
families could add to their public allotment and pay for superior
teachers and facilities, while those who were economically weakest would
have to be content with what their public allowment could buy. The
present form of public provision is at least somewhat redistributive.
Levin and Sizer (59) propose to maintain this redistributive character
of the situation by giving a public allotment only to the low-income
segments of the pOpuiation on a principle something like that of the
negative income tax, Other proposals simply suggest that there be a
variety of types of public school organisation: schools run by the
federal government (as on Indian reservations); by the states; by local
communities; by private agencies under contract to the state; and so on.
The idea is to introduce competitive diversity and thus encourage
experimentation. (60)

A final reason why school ssystems are not innovative, especially
in comparison to industry, is the well-known fact that the material
parts of any culture are the most easily changed, while the core values
change most slowly and with most difficulty. Schools are not merely
instructional and classifying agencies. They socialise; that is, they
train children in the core values of the society, supplementing the
work of the family and church. Furthermore, the instructional aspects
of schooling and the socialisation a@spects, while analytically separable,
are not serarable in action. Bvery instructional process is also a
process of socialisaticn. If instruction involves authoritative present-
ation of subject-matter by a teacher and its passive absorption by the
pupil, it is at the same time a process of socialisation to authori-
tarian relationships with adults. If, on the other hand, a "discovery
method" of instruction is used and pupils are encouraged to arrive at
principles from *heir own observations and inferences, with limited
guidance from the teacher, this is at the same time a process of
socialisation to personal and intellectual autonomy. A very different
kind of socialisation is going on if a teacher cannot admit he does not
know something, because to do so would undermine his control over his
students, and if admitting he does not know things and joining with his
students in "finding out'" is a routine occurrence.

Jvery conceivable innovation has some consequences over and above
its instructional ones. Uometimes these are minor; but they may be very
important and, if given no thought in advance, may arouse unanticipated

An experiment with "tuition vouchers" will begin in the United
States in the autumn of 1970.
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resistance., To take just a passing glance at an example, if the non-
graded school really dispenses with the rough correspondence between
level of expected accomplishment and age, which now pertains, the
consequences could have many ramifications., Age not only has correlates
in physical maturation; age-grading is-a major basis of social structure.
Bach phase of the life cycle has its appropriate privileges, obligations
and prestige. For children, age is an extremely important basis for
awarding prerogatives and demanding increasing responsibility in return.
Children in school feel .extreme shame at being classed with those very
much younger than themselves. The importance of being a "fourth grader"
is great enough to motivate sincere striving toward the expected
behaviour - as opposed to "third grade" behaviour, what would happen to
these powerful levers of social control if age and levels of academic
achievement were to become completely unhinged?

Not only is there resistance to innovation in school systems =~
there is also the phenomenon of over-diffusion. Because of their limited
resources, schools are vulnerable to contingent handouts. If "innovation"
is the price of getting federal money, they will seek frantically for
something to do which can be labelled innovation, If the word from
Washington is "community participation”, there will be something called
by that name and resembling it sufficiently to get the money. If huge
sums are made available to test the feasibility of computer-assisted
instruction, some school systems will contract to test its feasibility -
often to gain political credit for being "innovative", It would be
better all round if federal aid to education and the subsidization of
innovation were kept separate and called by their right rames.
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\\\ Iv, THE NEED FOR BDUCATIONAL RESEARCH AND RESEARCHERS

This section relies heavily on two papers by Sam Sieber (61)(62)
who, together with Paul Lazarsfeld(63) has written the best recent
surveys and analyses of the organisation of educational research in the
United States,

The infusion of federal funds which has sparked so much other
educational activity since the mid-fifties has also given rise to new
organisations devoted in part to educational research. Many of them
devote a large part of their activity to development without accompany-
ing research, however, and a good part of what is called "research"
would not be labelled either basic or applied research in any of the
natural or behavioural sciences. By this is.meant, for example, that
"evaluation research" in the field of education traditionally refers to
the observation of a project or a school system by an expert consultant
who then writes an informed, qualitative assessment. Such evaluations
are extremely useful, but they do not coincide with what is understood
in the behavioural sciences as "evaluation research". Much more that is
labelled "research" in some organisations is social book-keeping: the
collection of basic statistics concerning enrolments, staff sizes,
school retention rates, costs, teacher/pupil ratios and so on. Again
it is conventional in the field of education to label such important
and necessary book-keeping activities as "research" but this differs
from the conventional use of the term in the liberal arts and sciences,

There are four major kinds of organisations engaged in educational
research (leaving aside the R and D activities of private industry
related to educational technology). First, there are university-based
research units. In 1964 Sieber and Lazarsfeld found 70 of these based
in graduate schools of education (of which there were then 110), a
quarter of them having been founded since 1960, Only about a third of
these units were exclusively concerned with research; two-thirds gave
more than half their budgets to research, while the remainder gave more
than half to services. "Typically, personnel associated with these units
prepare unsolicited proposals for submigssion to foundations, the uni~
versity or the federal government, the latter being the major source of
research support in the country, Overall the areas that are most
commonly researched are: tests and measurements, methods of instruction,
educational administration, reading, and psychology of learning"., Most
of the staff are faculty members devoting part~time to research, and
graduate research assistants. About a quarter of the professional
personnel have been recruited from behavioural science departments
outside the school of education,

Another type of university-based rosearch organisation working in
the field of edugation is that found in behavioural science departments,
especially sociology, psychology and social psychology, which devote
part of their programmes to educational research. The Bureau of Applied
Social Research at Columbia University, attached to the Department of
Sociology, is an example. B,A.S.R., founded by Paul ¥, Lazarsfeld, is

A0
- 53 -




famous for its contributions\to the American tradition of empirical
sociological research. In recgnt years at B..L.S.R. there have been many
projects in the sociology of education. While only a portion of the
Bureau's large programme is related to education, all of what it does
is basic or applied research in the "hard-nosed" behavioural science
tradition. . '

Another university-based group\ are the ten Research and Development
(R and D) Centers, supported mainly by federal funds under E.S.s.A,
The funds for each center average about g1 million annually. Each one
focusses on a special educaticnal problem such as cognitive learning,
teacher education, individualisation of\ instruction, higher education,
or educational administration. The centeys are supposed to invent new
educational practices as a result of on~going research, test them in
the field, and disseminate them. Only a portion of their activities is
devoted to research. Development and dissemination are a major part:of
their mandate.

. 8till another group of organisations with federal support on about
the same scale (but with other sources of supp&rt as well§ are the
inter-university consortiums which make up the Regional Educational
Lavoratories, There are twenty of these. They are committed to trans-
lating educational research findings into practice in local schools
within a designated region. Ty

The seccnd type of unit is research organisations based in State
Departments of Education. Most of the activity in these units constitute
research services, such as consultation on proposals for federal funds
being prepared by local school systems, summaries of research on various
topics, screening of proposals from outsiders who want access to the
schools, and routine statistical services. Another major part of the
activity is the state's educational book-keeping. In a few states
another activity is evaluation, usually not based on systematic,
empirical research but on the evaluative impressions of experts.

i

A third type of unit is based in local school systems. When these
are in big cities, the research unit may be larger than that of the
state department of education. Most of the work is of the same nature.

Fourth are private, independent research organisations. Among these
are the well-known testing organisations, like the Educational Testing
Service, organisations sponsored by professional associations like the
Office of Research of .the American Council on Education, and research
done by scholarship agencies such as the hational Merit Scholarship
Corporation. The testing organisations include a heavy representation
of non-education personnel, largely recruiied from psychology and .
statistics.

In a 1967 interview, R. Louis 3right, then head of research at
U.8.0.8,, said that the regional laboratories funded by U.S5.0.E. were
doing "practically no research. There is no fundamental research", and
that the R and D Centers were spending 30 per cent to 40 per cent of
their time on basic research and the rest on applied research. (64
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Education is not the only or first field to suffer from the
federal government's short-sighted emphasis on funding "applied" as
opposed to basic research. It has also been federal policy in the health
fields to a greater extent than scientists like. The exhortations to
the field of education to emulate industry's policy of investment in
R and D are misplaced. Industrial R and D has the whole wealth of basic
natural science theory to draw on, while education has no similar wealth
of either natural or social science theory as an underpinning for
"development" studies. That is why so much that passes for "development"
and “innovation" is mere fashion. There is too much emphasis, not only
on development, but on dissemination where there is nothing well-tested
and worthwhile to disseminate. .

No doubt part of the reason for the present situation is that
educational research, traditionally, has been so unproductive that it
is no longer looked to for results. "Consensus on the failure of edu-
cational research to improve school practices is so widespread that the
point needs no substantiation here. For example, in a recent survey 90
per cent of the deans of education in the nation denied that we already
know so much about the teaching-learning process that the main problem
is dissemination of knowledge". (65)

The Sieber and Lazarsfeld study provides both an explanation for
this lack of productivity and a warning that a2 radical change is needed
in the current occupational structure of the educational research field -
a change which U.S5.0.E, policies have thus far not promoted.

The problems of educational researcn have stemmed from the histor-
ical isolation of education faculti:s from the liberal arts and sciences
even when they were on the same campuses: from chronic shortages of
personnel, from pressures by schools for services, which have drained
the schools of education of energies and resources which should have

gone into research, and frem the relatively poor quality of graduate
" students in education. 2

"The founders of educati nal research were not trained in profess-
ional education for the simple reason that graduate schools of education
did rot exist when these men received their training. But when schools
of education wer. created, the founding fathers quite naturally moved
into these new institutions. Their students had less backrround in non-
educational fields, and the students of these students were even more
provincial, and so the cycle of in-breeding and provincialization
continued. Later generations tnerefore became increasingly isolated from
the main streams of scholarship in the academic departmznts of the
universities.

"One terrible consequence of this isolation has been a neglect of
theoretical frameworks for the guidance of research...many educational
researchers are content to collect random facts about schools, to spend
their professional careers evaluating trivial educational inventions,
or to compare program A with program B in z single school ...

Another dismal conseguence of this isolation... has been preoccupation
with psychological research on education, particularly the'test and
measurement' approach to gssessment ... all of the eminent men who
launched the field of educhtional research forty to fifty years ago were
themselves psychologicts L. tne other social sciences were academically
immature in those days... but the in-breeding ... prevented the faculty
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from keeping abreast of developments in political science, sociology,
history, and economics over the past forty years ... A survey was
carried out in 1964 among all the authors of research articles on
education that appeared in some forty journals. Only 4 per cent of the
authors were social scientists other than psychologists. And among the
projects supported by the Co-operative Research Program of the
U.5.0.E. from 1956 to 1963, only 10 per cent were conducted by social
scientists other than psychologists. What this means is that dozens of

fegeazgg topics are awaiting the attention of behavioral scientists™,

Sieber goes on to point out that schools of education have been
less successful than other professional disciplines in insulating
themselves from demands for routine service work by schools. "It should
not be the obligation of any institution of higher learning to give
routine help to schools, anymore than it should be the responsibility of
a medical school to take care of patients,... or of a department of
gsociology to conduct the census, unless these activities are conducted
solely for training purposes. '

"In short, a resurgence of interest in developmental and dissemin-
ative activities which is not linked to new and improved research ...
(will mean) a myriad of educational fads whose sole value will be
political ... this is precisely the direction in which the academic
community is being pushed even farther by recent U.S.0.E. outlays for
development and dissemination combined with holding the line on research
funds". (67)

The conglomeration of non-research and quasi-research roles in
education, produced by accidents of history is accepted today as the
demand structure dictating the future supply of educational research
manpower. It is difficult to develop educational researchers within
schools of education because more immediately pressing practical demands
divert them. Only 5 per cent of those who enter graduate schools of
education complete degrees. This is connected with the fact that graduate
work is usually postponed until after some practical experience in
teaching has been obtained, and most of it is entered into to get
"oredits" toward advancement and higher salaries for which degrees are
not always required. -Professors of education are loaded down with
teaching and supervisory responsibilities so that their research, if
any, is necessarily spasmodic and fragmentary. "... out of all persons
conducting research oriented toward the concerns of professional
education, only 3 per cent are full-time researchers. Half devote less
than 21 per cent of tneir time to research". And finally, schools of
education as shown by variour measures of the qualificutions of students
entering them, have attracted the less able graduate students in the
university.

"The implications for poliecy are four: (1) More researchers from
the behavioral sciences need to be recruited and trained for work on-
education, and particularly for work that strives for theoretical
cogency and breadth ... almost all of the Research Training programs
supported by the U.S.0.E. are located in schools of education. In other
words, the traditional structures are still training the next generation
of researchers ... In the meantime the R and D Centers and Regional
Laboratories will have to continue recruiting from schools of education,
despite their already desperate search for non-education-trained people.
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'"If we wait much longer, people with educatlonal backgrounds will gain
positions of authority_jim these new structures, and the in-breeding J®
educationists will simply be transferred from the o0ld to the new
institutions at public expense.

-
1 "(2) The current hysteria for 'dévelopment' and 'dissemination’

should not be permitted to drain off the available manpower for
research,

"Although systematic résearch is by no means the only avenue to
good educational ideas, a larger pool of researchers is needed to
evaluate even those brilliant ideas that are not derived from research ..
the Research and Development Centers ,.,. should not be rushed into the
production of teaching materials, but should be permitted to demonstrate
the value of sustained inquiry. And finally, a-balance between research
and development funds should be carefully preserved in the programs -~ |
of the U.S.0.E. (As a result of recent congressional appropriations |
this balance has been badly uvset, with fary greater weight being allotted i
to action programs in schools; and the greatest casualty of all was
the Research Training Program, which was actually cut back after only
one year of Operatlon.)

"(3) ... research talent needs to be identified and encouraged at
an early stage so that students will go on.for the ddéctorate -without
interruptvion, and then continue inté research jobs; and the best
researchers need to be released from traditional teaching obligations
80 that ithey can conduct special research training programs and
superviSp students' research.

3 . :

"€4) he relatively poor quality of graduate students in education
means that sufficient funds have to be offered to attract the better
students in gther departments particularlv in view of the competition
‘with other fellowship programs in the behavioral sciences; and that
standards for entrance to advanced degree programs in education need
to.be raised". (68) , a
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V. INNOVATION: SOUND AND FURY?

‘Much of United States education is improving rapidly, but the
educational aspirations of nearly every group in the populatlon are
rising faster still{l, Many of the troubles our schools face have their
roots in larger soc al problems, but they are played out on campuses
because that is where such a large portion of the society conducts its
daily affairs.

The best of our elementary and secondary schools are the finest
the nation has ever had. The same is true of our best colleges and
universities. Some central city school systems have declined from
earlier pfaks of excellence, but even in decline they are better than
the legally segregated Negro schools of the old South which, for much
of their clientele, they historically replace. To be .onvinced of this,
one need only look at the national comparison of school facilities __
available to Negroes and whites as set forth in the Coleman report and
then at the comparison of Negro and white Southern segregated schocl
facilities in the report of President Truman's Civil Rights Committee,
To Sec These Rights (1

So iong as the bulk of American Negroes‘made their living from
Southern agriculture, the gross inferiority of their segregated schools
was barely perceived as a problem by whites. Today the destructive
effects of that long history of inadequate schooling must be made good.
Until it is, blacks camnot join the mainstream of American society, The
task of educational irnovation lies in extending more nearly equal
educational opportunity to disadvantaged minorities, lagging regions,

.low—-income groups and crisis~ridden cities. Innovation without the

political will and a large investment of resources will be useless;
but innovation is needed. '

Have the innovations described in this monograph much to offer?
It is hard to say because most of them have neither developed out of
basic research nor received competent evaluation.

There are several strands of basic research which hold promise
_for solving the central problems. One of these suggests that a key
organisational strategy for upgrading disadvantaged pupils is social
class desegregation.:Research studies have repeatedly found that .
youngsters from educationally weak homes benefit by attending school
with classmates who have well-educated parents. Racial desegregation
appears to be beneficial not because of anything to do with race btut
because it puts disadvantaged black pupils into contact with education=
ally advantaged whites. It would be equally beneficial for them to go
to school with black youngsters who ‘had well-educated parents.

Unfortunately, the separation of the social classes into cities

.versus suburbs is probably increasing the social class segregation of

American schools. The sharp residential segregation of the social
classes is disastrous, and not only for schooling. A few suburbs in

o4
- 59 -




—

the greater Boston area which have incorporated small numbers of black
students into their schools through bussing are now promoting low income
housing within their boundaries. Housing policies which promote hetero-
geneous neighbourhoods are vital for education.

Another body of important basic research is the study of learning
in early childhood. Psychologists are making new discoveries about
learning in infancy. The more they learn, the earlier the middle class
child's advantages seem t0 begin. Recent research is beginning to
specify what those very early advantages are. The more precisely this
is known, the more obvious it will become what kinds of "compensation"
will work best for children who are presently deprived of the founda-
tions for effective academic learning.

A third line of basic reseé}ch potentially of practical importance
is the sociological study of complex organisations. Everyone senses

< that bureaucratic structure, functional for some kinds of industrial

and governmental administration, is dysfunctional for teaching and
learning. Sociologists of educztion are beginning to specify why this
is the case: how the teacher's role becomes replete with strain; how
the selection functions of the school interfere with education; how the
bureaucratic ~+ructure of the school system inhibits innovation. They
are also stud_ . “he organisational conditions under which teams of
geientists ana « > professionals are most productive. This research
has obvious relevance for educational inngvation.

" 1t Ls because the innovations now popular are not grounded in any
wall=tr3ted theory that they present so unpromising a picture. Head
Ytart, for instance, seems to be ineffectual academically. This is due
not only to *the fact that the programme is too brief and diffuse but
also to the fact that we do not yet have a fully adequate theory of
early childnood learning. Similarly, to recall Bruner's formulation,
there exists no theory of instruction, which might provide a programme
for programmed instruction. Or again, while it is obvious that non-
grading, team tew.aing, and flexible scheduling portend a radical change
in schools as organisations, there appear to be few attempts to look 2t
the consequences for learning of lhese innovations viewed oc changes in
the context of social relationships in which learning occurs.

BEvaluation research of a high quality is also much needed. Title 1
and Title III of E.S.Z.A. require grantees to evaluate their own
projects. Not surprisingly, this has resulted in a flood of favourabhle
reports which, however, are contradicted by such objective evaluation
as we have. The disinterested evaluation researcher is nearly always
an unhappy man caught in a political cressfire of vested interests
which a*tack his motives and his methods. As a result, researchers tend
to stay clear of thuis iind of work. The difficulty lies in the structure
of educational R and D which permits groups to develop heavy stakes in
the apparent success of large-scale innovations that were never
adequately tested on a pilot basis. Evaluation research has also been
unduly narrow - testing only whether certain outcomes were achieved
but leaving unexplored the question of what elements in a complex
innovation are causally linked with outccmes. (69)

-
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In the long run, rio particular innovation is as important as the
institutionalization of innovativeness, The question is how to do it.
Part of the answer is more resources, Another part is a greater
professionalization of education. However, education can become fully
professional only if it is based on a genuine expertise which in turn
rests on a solid body of educational theory. Innovativenesi can be
institutionalized only if basic and applied research of high quality
are institutionalized. As Sieber and Lazarsfeld have pointed out,
appropriately trained manpower in sufficient numbers does not exist,
nor are schools of education presently suited to produce it, Ways must -
be found to attract researchers in the natural and behavioural sciences
to educgational problems and to suprort their training and their work.
This manpower problem needs serious attention,
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it is established that the lines \wrv(."é'a\\n for the purpose, and had the
effect, of segregating children mmong public schools on the basis of
race, color, sex, or national origin, . .

(20 U.8.C.71715) Enacted August 21, 1974, P.L. 93-380, sec. 216, 88 Stat. 518.
VOLUNTARY ADOPTION OF REMEDIES

Skc. 217, Nothing in this part prohibits an edneational agency from,
propusing, adopting, requiring, or implementing any plan of desegie-
gation, ptherwise lawful, that is at variance with the standards set gut
in this part nor shall amy court, department, or ageney of the United
States be prohibited fiom approving implementation of a plan which

goes beyond what can be required under this part. if such plan is,

~voluntarily proposed by the appropriate educational agency.
(20 U.8.C. 1716) Enacted August 21, 1974, P.L. 93-380, sec. 217, 88 Stnt. 518.

* REOPENING PROCKEDINGS

Ske. 218, A parent or guardian of a child, or-parents or guardians
of children sinmlarly situated, transported to a public school in accord-
ance with a court order, or an educational agency subject to a court
order or & desegregation plan under title VT of the Civil Rights Act
of 1964 in cffect ou the date of the enactmient of this part and mtended
to end segregation of students on the basis of race, color, or national
origin, may seek to reopen or intervene in the further iimplementation
of such court order, currently in effect, if the time or distance of
travel is so great as to risk the health of the stndent or significantly
impinge on his or her educational process.

(20 .S.C. 1717) Enacted August 21, 1974, P.L. 93-380, sec. 218, 88 Stat. 518.
: LIMITATION ON ORDERS

Sne. 219, Auy court order requiring, dircetly or indirectly, the
transportation of students for the purpose of remedying a denial of
the equal protection of the laws may. to the extent of such transpor-
tation, be terminated if the court finds the defendant educational
agency has satisfied the requirements of the fifth or fourteenth amend-
ments to the Constitution, whichever is applicable, and will continue

“te be in compliance with the requirements thereof. The court of

‘nitial jurisdiction shall state in its order the basis tor any decision
o terminate an order pursuant to this section, and the termination
of any order pursuant to this scetion shall pe stayed pending a final
appeal or, in the event no appeal is taken, udl the time for any such
appeal has expired, No additional ordergeyyfiving such educational

agency to transport students for such purpose shall be entered unlegs -

such agency is found not to have satisfied the requirements ofithe fifth
or fourteenth amendments to the Counstitution, whiches er is applicable.

(20 U.8.C. 1718) Enacted August 21, 1974, P.L. 93-280, sec, 219, 88 Stat. 518.
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# ‘Subpart. 5—Definitions

: < Sec, 221. For the purposes of this part—

(2) The term ‘“‘educational agency” means a local educational
ageney or & “State educational agency™ as defrned by section 801 (k)
of the Elementary and Sccondafy Education Act of 1965.

(b) The term “local educational ageiicy™ means a local educational
agency as defined by section 801(f) of the ]i‘,lementm'.\k and Secondary
Eilucation Act of 1965, AR

(¢) The term “segregation” meatfs the opgration of a school system
in which students are wholly or substantially separated among the
schools of an. educational agency on the basis_of race, color, sex, or
e na_tlgr};al origin or within a school on the basis of tace, color, or national
origint

{d) The tetm “desegregation” means desegregation as defined by
section 401 (b) of the Civil Rights Acts of 1964.

(e). An educational agency shall be deemed to transport a student
if any part of the cost of such student’s transportation.is paid by such
agency. ® p

(20 U.8.C. 1720) Enacted August 21, 1074, P.L. 94-380, sec. 221, 88 Stat, 518, 519.

Subpart 6—Miscellaneous Provisions

REPEALER &5 )
Skc. 222, Section 709(a) (3) of the Emergency School Aid Act is
hereby repealed.

-~

SEPARABILITY OF PROVISIONS

Sec. 228. If any provision of this part gr of any amendment made
by this part, or the application of any sucli provision to any person or
circumstance, is held invalid, the remainder of the previsions of this
part and the, amendments made by this part and the application of
s;lch rovision to other persons or .circumstances shall not be affected
thereby.

(20 U.S.C. 1721) Enacted August 21, 1074, P.L. 93-380, sec. 223, 88 Stat. 510,

Parr B—OT%OVISIONS RELATING T0O THE ASSIGNMENT AND
- - 'RANSPORTATION OF STUDENTS

!
PROHIBITION AGAINST ASSIGNMENT OR TRANSPCRTATION OF STUDENTS
0 OVERCOME RACIAL IMBALANCE ’

: - -

- Sec. 251. No provision of this Act shall be construed to require the _
assignment or transportation of students or teachers in order to over-
come racial imbalance.

(20 U.8.C. 1751) Enacted August 21, 1974, P.1. 93-380, sec. 251, 88 Stat. 519,
(Sec. 252 is an amendment to sec. 420 of the General Education Provisions Att,
20 U.8.C. 1228). .
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PROVISION RELATING TO COURT APPFALS

Skc. 253. Notwithstanding any other law or provision of law, in the
. case of any order on the part of any United States district court which
. requires the transfer or transportation of’/my student or students froin
any school attendance area prescribed ‘by competent State or local
authority for the.purposes of achieving a balance among students with
respect to race, se&, religion, or socioeconoie status, the effectiveness
of such order shall be postponed until all appeals in connection with
such order have been exhgusted or, in the event no appeals are taken,
antil the time for such appeals has expired. This Section shall expire
at midnight on June30,1978. - o
(\“.30 U.S.C.cl'i'i'ii.:) Enacted August 21, 1974, P,L. 93-380, sec. 253, 88 Stat. 519, 520.

3

PROVISION REQUIRING THAT RULES OF EVIDENCE BL UNIFORM'

Skc. 254 The rules of evidence required to prove that State or local
authorities are practicing racial diserimination in_assigning studen
to public schools shall be uniform throughout the United States.

(20 U.8.C. 1733) Enacted August 21, 1974, P.L. 93-380, sec. 254, 88 Stat, 520.

APPLIC;\TION OF PROVISQ OF SECTION 407(f) OF THE CIVIL“RIGHTS ACT
# OF 1964 TO 'HE ENTIRE UNITED STATES

Skc. 255, The proviso of section 407 (a) of the Civil Rights Act of
19¢+ providing in substance that no conrt or official of the United
Stftes shall be empowered to issue any order secking to achieve.a
racial.balance in, any school by requiring the transportation of pupils
or students from one school to another or one scliool district to another
in order to, achieve such racial balance, or therwise enlarge the exist-
ing power of the court to insnie compliance with constitutional stand-
5 ards shall apply to all public school pupils and to every pnblic school

systent, public sehool and public school board, as‘defined by title IV,

under all cirenmstances and conditions and at all times in every State,

distriet, territory, Commonwealth, or possession of the United States,
regardless of whether the residence of such public school pupils or
the principal offices of'such public school system, publie sclyool or pub-
lic school boawd is situated in the northern, eastern, westefn, or south-
ern part of the United States:

(20 U.S.C. 1754) Enacted August 21, 1974, P.L. 03-380, sec. 235, 88 Stat.’520.

. ; .
\ : ADDITIONAL, PRIO. “I'Y “OF REMEDIES

Srke. 256. Notwithstanding any other provision of iaw, after June
30. 1974 no court of the United States shall order the implementation
of any plan toremedy a finding of de jure segregation which involves

Xtll(-, transportation of students, unless the conrt first finds that all al-
iternative remedies are inadequate. -
7 (20 U.S.C. 175{)) Enacted August 21, 1974, P.L. 93-380, sec. 256, 88 Stat. 520.
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. REMEDIES WITH RESPECT 10 SCHOOL DISTRICT LINES

Skc. 25%. In the formulation of remedies under this title the lines
drawn by a State subdividing its territory into separate school dis-_
tricts, shall not be ignored or altered except where it is established

. that the lines were drawn, or mgintained or _«%&sod for the purpose,
cand had the effect of segregating children amghg publie schools on
" the hasis of race, color, ~ex, or national origin, or where it is established

» that, as 4 result of discriminatory actions within the school districts,

: the lines have had the effect of segrggating children amorig public

5 schools on the basis of race, color, sex, or national orighn. . T

(20 17.8.C. 1756) Enacted August 21, 1974, L. 98-380, sec. 257, 88 Stat. 520.

PROMIBITION OF FORCED BUSING DURING SCHOOL YEAR *
. ~ G ‘
. Skc. 258. (a) The Congress finds.that—

- (1) the forced transportation of elementary and secondary -
school students in implementation of the constitutional require-
ment for the desegregation off such schools is controversial and
difticult under the best planning and administration; and

(2) the forced transportation of elementary and &ccondary
school students after the commencement of an academic school
year is educationally unsound and administratively ineflicient.

(b) Notwithstanding any other provisions of law, no ovder of a
court, department, oragency of the United States, requiving the trans-
portation of any student incident to the transfer of that student from
one clementary or secondary school to another such school'in a local

& educational agency pursuant to a plan requiring such trangportation
for the racial desegregation of any school i that agency, shall be
effective until the beginning of an academic school year. -

(¢) For the purpose of this section. the term “:u'ademimho(ﬂ year”
means, pursnant to regulations promulgated by the Commissioner,
the customary beginning of classes for the school year at an elementary
or secondary school of a local educational agency for a school year
that occurs ugt more often than onee in any twelve-month period.

() The provisions of this section apply to any order which was
not implemented at the beginning of the 1974-1975 academic year.

(20 U.S.C. 1757} Enacted Auguss 21, 1974, P.L. 93-380. sce. 238, 88 Stat. 520, 521,

Rt

REASONABLL TIMIE FOR DEVELOPING VOLUNTARY PLAN FOR DESEGREGATING
f_}" SCITOOLS - o
Sie. 259, Notwithstanding any other latv or provision of law, no
court or officer of the United States shall enteg, as & remedy for n
denial of equal gducational opportinity o1 a denfal of equal protection ™
of the laws, any order for enforcenient of a plan of desegregation or
modification of a.court-approved plan, until suck time as the local
educational agency to be affected by such order has been provided .
. notice of the detailsof the violation and given a veasonable opportunity
to develop a voluntary remedial plan. Sueh time shall permit the
local educational agency suflicient oppottunits for c()nnnunh'_\ partici- |
pation in the development-of a remedial plan. |

(20 U.S.C. 1758) Enacted August 21, 1974, DL, 93-380, see. 259, 88 Stat. 521,
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. 57 .
PART II-—ELEMENTARY AND SECONDARY PROGRAMS
Elementary :;nd Sevondary Education Act of 1965

TITLE I—FINANCIAL ASSISTANCE TO LOCAL EDUCA-
TIONAL AGENCIES FOR THE EDUCATION OF CHIL- .
- DREN OF LOW-INCOME FAMILIES .

DECLARATION OF POLICY. '

Skc. 101, In recognition of the speeial educational needs of children
of low-income families and the impact that concentrations of low-
income familics have on the, ability of local educational agencies
to support adequate educational programs, the Congress iereby
~ declares it to be the policy of the United States to provide financial
. assistance (as set forth in the following parts of this title) to local
educational agencies serving areas with concentrations of children
from low-income families to expand and improve their educational
programs by various means (including preschoo] programs) which,
contribute Yarticularly to meeting the special educational needs of
educationally deprived children. R
, (20 U.S.C. 241a) Enacted April 11, 1065, P.L. 89210, Title I, sec. 2, 70 Stat. 27;
- redesignated and amended January 2, 1968, F.L. 90-247, Titlé 1, secs. 148(a) (2),
) ) éioét&t ?g&té, 786, 787; amended April 13, 1970, P.L. 91-230, sec. 113(b) (2),
{ at. .

DURATION OF ASSISTANCE P

Stc. 102. During the period jbeginning July 1, 1973, and ending
June 30, 1978, the. Commissionét shall, in accordance with the provi- .
sions of this title, make payments to State educational agencies for
grants made on the basis of entitlements created under this title.

(20 U.S.C. 2410y Enacted April 11, 1965, P.L. 89-10, Title 1, sec. 2, 79 Stat. 27;,
amended Nov. 3, 1966, P.L. 89-750, Title I, sec. 101, 80 Stat. 1191; redesignated
‘and amended Jan.c2, 1908, P.L. 90-247, 'Title I, secs. 108(a) (2), 110, Title III,
sec. 301(n), 81 Stat. 786, 787, 813; amended Aprii 13, 1970, P.L. 91-230, secs.
101(a), 113(b)(3), 84 Stat. 121, 126; mmended August 21, 1974, P.L. 63-380,
sec. 101(a) (1), 88 Stat. 488. : .

Parr A—Basic Grants?® -,

- ’ .
L

Subpart 1—Grants to Local Educationgl Agencies . -
GRANTS—AMOUNT AND ELIGIBILITY' '

Skc. 103. (a) (1) There is authorized to be appropriated for each
fiscal year for the purpose of this paragraph 1 per centum of the
amount appropriated for suck year for payments to States under
section 143(a) (other than pavments under such section to jurisdic-
tions exclided from the term “State™ by this subsection, and payments
pursuant to section 121), and there shall be authorized to be appro-

1 Soc, 101(2) (10) of P.1,. 93-380 provides as follows:
“{10 here is authorlzed to be a&»proprlated for each fiscal year a sum not to exceed
$15,700.000 to be allocated at the diseretion of the Commlssioner to assist those local |
.; education agencles whose total allocatlon under part A of title I of the Elementary |
.Secondary Education Act of 1065 Is 90 per ceantum or less than such allocatton un |
such par A during the Preceding fiscal year.” |
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priated-sucly additional sums as will assige at least the same level of
] funding under this title as in fiseal yeal” 1973 for Guamn, American
] Samon, the Virginia Islands, the{Crust Territory of the Pacific Islands,
. and to the Seerctagy of the InteNag for payments pursnant to pari-
graphs (1) and (2) of subseetion (d). The amount appropriated pur-
suant to this paragraph shall be allogted by the Commissioner (A)

among Guam, American,Samoa, the Virgin Islands, and the Trust
- Territory of the Racific I§b\;dé according to their respective need for

grants under this part, und to the Secretary of the Interior in the
. amnounnt necessary (i) to make Ntlyments pursuant to paragraph (1)
.. of spbsection (), and (ii) to make payments pursuant to paragraph

(2) of subscetion (d). The grant which n\%om] educatioiial agency in
Guam, American Sninoa, the Virgin Islands, and the Trust Terrvitory
of the Pacific Islands is eligible to receive shall be determined pur-
suant to such critevia as the Commissigner determines will best carry
out the purposes of this title. : ) ‘

(2) In any case in which the Commissioner determines that satis-
factory data for that purpose are available, the grant which a local
educationul agency in a State shall ba eligible to receis e under this sub- -
: part for a ficeal year shall (except as provided in paragraph (8)) be .
detetinined, by multiplying the number of children counted under sub-
section \€) Ly 10 per centum of the ainonnt determined inder the next
“sentence. The amount determined under this sentence shall be the
average per pupil expenditure in the State except that (A) if the
average per pupil expenditure’in the State is less than 80 per centum
v of the average per pupil expenditure in the United States, such amount

shall be 80 per centum of the average per pupil expenditure in the
United States, or (B) if the average per pupil expenditure in the State -

is more than 120 per ggntum of the average per pupil expenditurs in

the United States, such amount shall be 20 per centiun of the average

per pupil expenditure in thc‘ United States. In any case in \\'Bvi;:h)ue}r

data are not avzilable, subject to paragraph (3), the grggt-for any
local educational agency in a State shall be dctermine(r(%

g

M the basis of
the aggregateimonnt of such grants for all such agencies in the county
or. counties in which the school district of the partichlar agent 1s
located, which aggregate amount shall be equal to the aggregale
amount determined under the two preceding sentences for such county
ot vounties, and shall be allocated among thos«-,?gencibs upon such | .
equitable basis as may be determined by the Statdeducationalageney
in accordwnce with basic eriteria preseribed by the Commissioner.

(3) (.\) Upon determinaiion by the State educational agency that, .
a local educational agency in the State is unable or unwilling to pro-
vide for the special educational needs of children described in clause
(C') of puragraph (1) of subsection (c¢), who are living in institutions
for neglected or delinquent childven, the State educational agency .
shall, if it asstes responsibility for-the special educational ieeds of
such local educational agency which is attributable to such neglected
or delinquent children, but if the State cducational agency does not »
assume such respousibility, any other; State or local public agency, as
determined by 1cgulations establishedghy the Commissioner, which
does ussume such responsibility shall be higible to receive such portion
of the allocation. ;- .

-
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(B) In the case of local cducational agencies which serve in whole
or In part the sainc geographical area, and in the.case of a local educa-
tional agency which provides free public education for a substantial
hiumber of chifdren who reside in the school district of another local
educational agency, the State educational agency may allocate the
amount of the grants for those agencies among them insuch manner as
1t determines will best carry out the purposes of this title,

(C) The grant which Puerto Rico shall be eligible to receive under
this subpart for a fiscal year shall be the amount arrived at by multi-
plying the number of children counted under subszction (c) by 40 per
centiim of (i) the average per pupil expenditure in Puerto Rico or

.(ii) in the case where such average per pupil expenditure is more

than 120 per centum of the average. per pupil expepditure in the
Unit®d States, 120 per centum of the average per pupil expenditure in
the United: States. - )

(4) Tor plrposes of this subsection, the term “State” does not
include Guam, American Samoa, the Virgin Island- and the Trust
Territory of the Pacific Islands. , :

.. (b) A Jocal educational agency shall be eligible for a basic grant
for a fiscal year under this part only if it meets the following require-
ments( \)vit}l respect to the number of children counted under subsec-
tion (c) .+ . . 3
(1), In any case (except as provided in paragraph (3) in which
the Commissioner determines that satisfactory data for the
purpose of this subsection.as tp the numb®r of*such children are
avatlable on a school district basis, the number of such children
. in’the school district of such local educational agency shall be at
least ten. ~ . B
(2) Th any other case, except as provided in paragraph (3), .
the number of such childrem in the county which includes such
local educatiohal agency’s school district shall be at least ten.
(3) In any case in which a county includes'a part of the school
district of the local educational agency concerned and the Com-
missioner has not determined that satisfactory data for the pur-
pose of this subsection are available on a school district basis for
all the loca} educational agencies for all the counties into which .
the school district of the local eflucational agency concerned
extends, the eligibility requirement with respect to the number
of such children for such local educational agency shall be deter-
mined in accordance with- regulations prescribed by the Com-

* missioner for the purposes 6f this subsection. 2

(c) (1) The number of children to be connted for pur}oses of this
section is the aggregate of () the number of children aged five to
seventeen, inclusive, ii the school districi of the local educational
agency from families below the poverty level as determined under
paragraph (2) (A), (B) two thirds of the nfimber of children aged
five to seventeen, inclusive, in the school distriet of such agency from
families above the poverty lev:] as determined under paragraph (2)
(B), and (C) the number of children aged five to seventeen, inclusive,
in the school district of such agency living in institutions for neglected
or delinquent childven (others taan such institutions operated by the

gtates) but not counted p *rsuant to section 123 for the pur-

poses of a grant to a State agency, v, “eing supported in foster homes
with public funds. .

SR 8"
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< (2) (A) For the purposes of this seetion. the Commissioner shall
determine the wuniber of children aged five to seventeen, clusive,
] from famiiies below the poverty level ou the basis of the most recent
* satisfactory data available from the Depurtment of Comwmerce for
local educational agencies (o1, if such data are not available for such
agenciey, for connties) @ aud In determining the lanlies which are
below the poverty level. the Connmissionar shall utilize.the criteria of
poverty nsed by the Bureau of.th. Census in compiling the 1970
decenuial eensus. . : .
(B) Tor purposes of this scetion. the Secretary of Tlealth, Ednea-
.. L tion, and Welfare sh “amine the number of childrey aged fiveto
seventeen, inclusive, t. .. famnilies above the poverty level on the basis
of the munmber of such childien from families rogiving an annugl
income. in exces of the cuirent eriterin of poverty, from pa;ments
under the program of aid to fmilics with ddpendent childien under
a State plan approved under titlé IV of the Social Security Aet: and
i maiing such determinatious the Secvetary shall utilize the criteria
. of povert s nsed by the Burean of the Census 1 compiliug the 197u
. decenuial eensus for a nonfarm family of four in such form as thos
< ‘ecriteria lave been updated by increases in the Consmuer Price Tudea
The Seeretary shall determine the=mamber of such childeen and the
number of childr n of such ages living in institut.ons for neglected or
delinqiient children, or being supported in foster howes with publie
funds. on the hasis of the caseload data fpr the month of Junuary of
. the preceding fiscal year (using’ in the cast of childrén deseribediin the
pleceding sentence. the eriteria of poverty and the for of suchi eritenia
required by such sentence which were determined for.the second cal-
endar year'preceding such month of January) or. to t . extent that
such data are not available to lim before Ap1il 1 of the calendar vear )
in which the Secretary’s determination is made. then on the basis of
the most recent reliable data available to him at the time of such
determination. , e
LEH When requested by the Commissioner. the Seeretary of Com-
mertg'shall muke a special estimate of the nunber of children of such
. ages who are from _f:uni]ius below the poverty level (as determined,
under paragraph (1) of this subsection) m eaelr county or school
b district, and the Commissioner is authorized to pay (either in advance
’ ar by way.of reimbursenrent) the Seerctary of Comueree the cost of
Anaking tlus special estimate, The S ietury of Commcrce shall give
consideration to any request.of the chicf eaxceative of a State for the
collection of additional census ipformation. I'or purposes of this see
tion, the Seerctary shall consider all-children who are in correctional
institutions to.be living in institutions for delinguent children.
(d) (1) From the amount allotted for paywments to the Secretary
. of the Fnterior undey, elause, (B) (i) in. the second sentence of sub-
S section (a) (1), the Smg’ctur_\' of the Tnterior shall snake payments to
« - localedyeational agencies, upon such terms as the Commissioney deter -
", mines will best carry out the purposes of this title, with respect to
out-of-State Indian vhildren iu the elementary and secondary schools
of such ggencks under special contracts with the Department of the
Tuterior. Thd mount of such payment may not exceed. for eacl such
child, 10 per centum of {\) Yhe average per pupil expenditure in the
. o -

}
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" State in which the ageney is located or (B) 120 per centum of such

expenditure in the United States, whichever ic the greater.

(2) The wmount allotted for payments to the Secretary of the
Interior under clause (B)(ii) in the sccond setence of subsecfion (a)
(1) for any fiscal year shall be, as determined pursnant to criteria
established by the Commissioner, the amount necessary to meet .the
special educational needs of educationally deprived Indian « hildren
on reservations serviced by (lementary and secondary schools uperated
for Indian children by the Department of the Iutetior. Such pay-
ments shall b¥ made pursuant to an agreement between the Commnis-
sioner and the Sceeretary containing such assurances and terms as the
Commiss:_ner determines will best achieve the purposes of this title.
Such agreement shall contain () an assurance that payments made

gr it sh ) )
pursuant’ to this subparagraph will be used solely for programns and
projects approved by the Secretary of the Interior which meet the
applicable requirements of section 141(a) and that the Department of
the Interior will comply in all other respects with the requircments
of this title. and (B) provision for carrying out the applicable pro-
visions'of sections 141 (a) and 142(a) (8). . ‘

(20 U S.( 241¢) Enacted April 11, 1965, P.L, 89-10, Title L' sec. 2, 79 Stat.
28: mmended July £, 1965, P.L. 8§9-77, sec. 8, 79 Stat. 213; amended Nov. 1,
1865, L 89-318, sec, Gta), 79 Stat, 116k; amended Nov. 3, 1966, P.L. $9-750,
Title 1, secs, 102, 103(2), 104 108, 113(h), 117, &0 Stat. 1191-1198; redesignated
and amended Jan 2, 1968, DL, 90-247, ‘litle I, sees, 101, 103(a). 104, 105, 107,
108(n), 81 Stat. 783-787; amended Oot. 16, 1968, PcL. 90-476, Title I11, see, 807,
N Staf 1097 amended April 13, 1970, I%0. 91-230, secs. 101 (D), 103, 101, 103, 106,
107, 113, 84 Stat. 121-124, 126 amcuded and subsection®103(a) 1 1) (C) added
June 23, 1972, P.L. 92-318, see. 411(b), 86 Stat. 338 ¢ amended August 21, 1974,
1L, 93-380. see. 101, 88 Stat, 488, 491,

Subpart 2—State Operated Programs
PROGRAMS FOR HANDICAPPED CIILDREN

Sec. 121. (a) A State agency which is directly responsible for pro-
viding free pub.ic education for handicapped child 1 (inclmsing
mentally retarded, hard of hearing. deaf, speech in . -ed, visuall
handicapped, seriously emotionally disturbed, crippled, +. other health
impaired children who by reason thereof require special education),
stiall he eligible to receive a grant under this section for any fiscal year.
(b) Except as provided in sections 124 and 123, the grant which
an agency (other than the agency for Puerto Rico) shall be eligible
to receive nader this section shall be an amonut equal to 40 per centum
of the average per pupil expenditure in the State (or (1) in the case
where the average per pupil expenditure in the State is less than 80
per centnm of the average per pupi! expenditure in the United States,
of 80 per centum of the average per pupil expenditur n the United

NOTE.— See, 813(d) of P.1. 93-350 provides as follows :

(1) Notwithstanding any provision of part A of title I of the Elementary and
Secondnry Edueatinn Act of, 1965, the amouat winch the Commonwealth of Puerto Rico
is ellgible to recelve under Fubpert 1 of such part A or under sections 121, 122, or 123
for the fisend year ending June 30, 1975, shall not exceed 50 per centitm of the full amount
the Commaonvealth of Poerto Rico woull receive (after required rat..ble red.ctions) under
such subpart or section but for this subsection, and for the fiseal sears ending June 30,
1076, June 30. 1977, and June 30, 1978, such amuunt shall not execed 75 per centum of the
full amount the Commonwealth of Puerto Rico would reeelte (after required ratable
reductions) under such subpart or section but for this subsection.” .
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States, or (2) in the case where the average per pupil expenditure in
the State is more than 120 per centum of the average pupil expendi-
fure in the United States. of 120 per centum of the average per pupil
expenditure in the United States). multiplied by the number of such
¢hildren in average daily attendance. as determined by the Commis-
sioner. at schools for handicapped children operated or supported by
the State agency, including schools providing special education for
handicapped childzen under contract or other arrangement with snch
State agency. in the most recent fiseal year for which satisfactory data
are available. The grant which Puerto Rico shall be eligible to receive
under this section shall be the amcunt arrived at by multiplying the
number of children in Puerto Rico counted w3 provided in the preced-
ing sentence by 40 per centnm of (1) the average per pupil expenditure
in Puerto Rico or (2) in the ease where such average per pupil ex-
penditure is more than 120 per centum of the average per pupil ex-
penditure in tle United States, 120 per centum of the average* per
pupil expenditure in the United States. -

(c) A State agency shall nse the payments made under this section
only for programs and projects (includ’r = the acquisition of equip-
ment. and, where necessary, the construet .n of school facilities) which
are designed to meet. the special educational needs of such children,
and the State agency shall provide assurances to the Comnissioner
that each such child in average daily attendance counted under sub-
section (b) will he provided with ‘such a program, commensurate
with his special needs, duriug any fiseal year for which such payments
»are,made.

d) In the ease where sueh a child leaves an educational program,
for handicapped children operated or supporfed by the State ageney
in order: to participate in such a program operated or supported by a
local educational ageney. such child shall be connted under snbsection
(b) if (1) he continues to receive an appropriately desiemed ednea-
tional program and {2) the State agency transfers to the local eduea-
tional agency in whose program such child participates an amoris
equal to the sums received by snch State agency under this ser¢ion
which are attrilmtable to sach child. to be used for the | 1zpoes set
forth in subsection (c). :

(20 U.S.C. ‘2-&1c-‘2)' Enuctod‘:\ngusr o1, 1974 DL, 93-380, sce. 101, 88 Sfat.
401, 492,

PROGRAMS FOR MIGRATORY CHILDREN -

*

$rc. 122, (n) (1) A State educational agency or a combjnation of.
such agencies. upon application, hall be entitled to receive a grant for
any fiscal year under this section to establish or improve. either di-
rectly or through loeal educational agen ies, programs of education for
migratory children of migratory agricultural wovkers or of migaratory
fishermen. The Commissioner may approve snch an application only
upon lfis determnination— , ’
(A) that pavments will be used for programs and projects
ﬁ’ (including the a quisition of equipinent and wheve necessary the
construction of school facilities) which are designed to meet the
“special edncatiopal needs of migratory childien of migratory ag-
ricultural workers or of migratory fishermen. and to coordinate

: A
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these programs and projects with similar programs and projects
in other States, including the transmitual of pertinent informsa
tion with respect to cchool records of such children;

(B) that in planping and carrying out programs and projects

aere hias been and will be appropriate coordination with programs
administered under part 13 of title IIT of the Economig Oppor-
tunity Act of 1964 ;

(C) that such programs and projects will be administered and
carried oul in a manner consistent with the basic objectives of
clauses (1) (B) and (3) through (12) of section 141(a); and

(D) that, in planning and carrying out programs and projects, -
there h.ls been adequate assurance that provision will be made for
the preschool educational needs of migratory children of migra--
tory agricultural workers or of migratory fishermen, whenever
such agency determineg that compliance with this clanse will not
detract from the operation of programs and projects described in
clause (A) of this pavagraph after considering the funds available
for this purpose.

The Commiissioner shall not finally disapprove an application of a
State educational agency under this paragraph except after reasonable
uotice and opportunity for a hearing to the State educational agency.

(2) TIf the Commissioner determines that a State is unable or un-
willing to condnet educational programs for migratory children of
migratory agricultural workers or of migratory fishermen, or that it
would result in nore efficient and economic administration, or that it
would add substantially to the welfare or educational attainment of
. snch children, he may nake special arrangemen.s with other public or
nonprofit private agencies to carry out the purposes of this section in
one or more States, and for this purpose he may use all or part of the
total of grants available for any such State under this section.

(3) For purposes of this section, with the concurreuce of his parents,
a migratory cliild of a migratory. agricultural worker or of a migra-
tory fisherman shall be deemed to continue to be such a child for a
period. not in excess of five years, during which he resides in the area
served by the agency carrying on a program or project under this sub-
section. Such children who are presently migrant, as determined pur-
snant to regulations of the Cominissioner, shall be given priority in
this consideration of programs and activities cuntained in applications
submitted under this subsection. ;

(b) Except as provided in sections 124 and 125, the total grants
which shall be made available for use in any State (other than Puerto
Rico) for this section shall be an amount equal to 40 per centum of
the average per pupil expenditure in tl State (or (1) in the case
where the average per pupil expenditure m the State is less than 80
per centumn of the average per pupil expenditure in the United States,
of 80 per centum of the average per pupil expenditure in the United
States, or (2) in the case where the average per pupil expenditure in
the State is more thian 120 per centum of the average per pupil expendi-
ture in the Tnited States, of 120 per centum of the average per pupil
expenditure in the United States) multiplied by (1) the estimated
number of such migratory children aged five to seventeen, inclusive,
who reside in the State full time, and (2) the full-time equivalent of

arlp
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the estimated numlyA of such migratory children aged five to seventeen,
inclusive, who reside inithe State part tinie, as determined by the
Conmmissioner in accordance with regulations, except that if,in the case
of any State, such amount exceeds the amount required under sub-
section (a), the Commissioner shall allocate such excess, to the eatent
necessary, to other States whose total of grants under this sentence
Twould otherwise be insuflicient for all such children to be served in such
other States. The total grant which shall be made available for use in
Puerto Rico shall be arrived at by multiplying the number of children
in Puerto Rico counted as provided in the preceding sentence by 4)
per centun of (1) the average per pupil expenditure in Puerto Rico

_or (2) in the case where suclt average per pupil expenditure is more

than 120 per centuin of the average per pupil expenditure in the
United States, 120 per centitn of the average per pupil expenditure in
the United States. In determining the number of migrant children for
the purposes of this section the Comnissioner shall use statistics made
available by the migrant student record transfer system or such othier
system as he may determine most accurately and fully reflects the
netunl number of migrant students. :

(20 UA.C. 211¢-2) Enacted August 21, 1974, P.L. 93-380, sec. 101, 88 Stat.

492, 494, .
: PROGRAMS FOR NEGLECTED OR DELINQUENT CITILDREN

~

See. 1230 () A State agency which is divectly responsible for p‘ro—

ot delinguent children or in adult correctional institutions shall he
entitled fo receive a grant under this section for any fiscal year (but
only if grants received under this section are used only for children
in such institutions).

(b) Except as provided in sections 124 and 123, the grant which
suchoan ageney (other than the agency for Puerto Rieo) shall be eli-
gible to receive shall be an mpount equal te 40 per centum of the aver-
age per pupil expenditure in the State (or (1) in the case where the
average per pupil expenditure in the State is less than 80 per centum
of the average per pupil expeinditure i the United States, of 80 per

" centum of the average per pupil expenditure in the United Statds, or

(2) in the case where the average per pupil expenditure in the State is
more than 120 per centum of the average per pupil expenditure in the
United States, of 120 per centuwn of the average per pupil expenditure
in the United States) multiplied by the number of such children in
average daily attendance, as determined by the Commissioner, at
stools for such children operated or supported by that agency, includ-
ing schools providing education for such children under contract or
othor arrangement with such.agency, inthe -t recent fiscal year for

which satisfactory data are available. The at which Puerto Rico
shall be eligible to receive under this s v shall be the mmount

arrwved at by multiplying the mnuber of  Lildren in Puerto Rico
counted as provided in the preceding sentence by 10 per centum of
(1) the average per pupil expeuditure in Puerto Rico or (2) in the
case where such average per pupil expenditure is more than 120 per
centum of the average per pupil expenditure in the United States,
120 per cehitum of the average per pupil expenditure in the United
States. '
. L
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(c) A State agency shall use payments under this section only for
programs and projects (including the acquisition of equipment and
where necessary the construction of school facilities) which are
designed to meet the special educational needs of such children.

Py
(20 U.8.C. 241¢c-3) Enacted August 21, 1974, P.I.. 93-380, sec. 101, 88 Stat. 404,

P -~

RESERVATION OF FUNDS FOR TERRITORIES

Skc. 124. There is authorized to be appropriated for each fiscal
year for purposes of each of section 121, 122, and 123, an amount equal
to not more than 1 per centum of the amount appropriated fo. such.
year for such sections for payments to Guam, Anferican Samoa, the
Virgin Islands, and the Trust Territory of the Pacific Islands under
each such section. The amountsappropriated for each such section
shall be aliotted among Guam, American Samoa, the Virgin Islands,
and the Trust Territory of the Pacific Islands according to their
respective need for such grants, based on such criteria as the Commis-
sioner determines will best carry out the.purposes of this title.

(20 U.8.C. 241¢-4) Enacted August 21, 1874, P.L. 93-380, sec. 101, 88 Stat. 404.
MINIMUM PAYMENTS FOR STATE OPERATED FROGRAMS

Sec. 125. Except as provided in section 843 of the Education
Amendments of 1974, no State agency shall reccive in any fiscal yoyr
prior to July 1, 1978, pu._suant to sections 121, 122, or 123 an ‘amount
which is less than 100 per centum of the amount which that State
agency received in the prior fiscal year pursuant to such section 121,
122, or 123,. respectively.

(20 U.S.0. 41c-5) Enacted August 21, 1974, P.L. 93-380, see. 101, 88 Stat, 485.
; :

. v
Part B—SreciaL INCENTIVE- GrRANTS

-

MAXIMUM ENTITLEMENT

Sec. 126. (a) In the case of any fiscal year ending after June 30, |
1969, egch State shall be entitled to a special incentive grant if such
State has an effort index for the second preceding fiscal year that
exceeds the national effort index for such year.

(b) The maximum amnount of a special incentive grant for which a.
State is eligible for any fiscal year shall be determined by multiplying
the amount of $1 for each 0.01 per centuin by which the effort index
of that State, for the second preceding fiscal year exceeds the national
effort index for such year times the aggregate number of children
counted for the purposes of entitled local educational agencies within
such State to basic grants in accordance with clauses (2), (5), (6),
and (7) of section 103(a), except that no State shall be eligible to
receive a special incentive grant under this part, in an amount in
excess of 15 per centum of the total amount available for grants under
this part. : _ )

(20 U.S.C. 241d) Enacted Sept. 30, 1050, c. 1124, Title I, § 121, formerly Title
II, §221. as cdded and redesignated Jan. 2, 1968, P.I. 90-247, Title I, secs. 108

(a) €5), 110, 81 Stat. 786, 787; amended April 18,' 1970, P:1. 91-230, Title 1, sec.
113(H) (6)y 84 Stat. 126; redesignated Atugust 21, 1974, P.L. 93-38Q, gec, 101

U.a
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L4 s APPLICATION; USE OF FUNDS

Skc. 127. Any State desiring the special incentive grant to which
it 1s entitled under this part for any fiseal year shall make applica-
tion therefoN in accordance with the requirements set forth in spetion
142, to the Lommissioner. Such application shall be submitfed at
such timeAnd contain such information as the Commissioner shall

regulation and shall contain a sta,tgment of such policies

and prodedures as will insure that funds granted to the State under
this part will bo (1) made available to local educational agenciess—
within that State which have the greatest need for assistance under
this gitle, a1 used, in accordance with the applicable provisions
of this titlgf for programs and projects designed to meet the special
edu?{i{: needs of educationally deprived children. :
- (20 W.8.C. 241d-1) Enacted Sept. 30, 1950, c. 1124, Titie I, § 121, formerly N
Title I1,"§ 221, as added and redesignated Jan. 2, 1968, P.L. 90-247, Title 1, secs.
108(n) (5), 110, 81 Stat. 786, 787; amended April 13, 1970, .L. 91-230, Title I, .

see.-@13(b) (8), 84 Stat. 126; redesignated August 21, 1974, R L. 93-350, sec.
101(a) (3), 88 Stat. 495.

~

DEFINITIONS

Skc. 128. Tor the purpose of this part the.term “effort index” when
applied to States, means the per centum expressing the _ratio of ex-
penditures from all non-F@d{rtal sources in a State for public ele-
mentary and secondary education to the total personal income in .
such State, and the term “national effort index™ means the per centum
expressing the ratio of such expenditures in all States %o the total
personal income in all States; and the term “State” means the fifty
. States and the District of Columbia. .

(20 U.S.C. 241d-2) Enacted Sept. 30, 1950, c. 1154, Title I, § 121, formerly
Title II, § 221, as added and redesignated Jun. 2, 1968, I.I.. 90-247, Title I, sccs,
108(a) (5), 110, 81, Stat. 786, 787; amended April 13, 1970, P.I.. $1-230, Title I,

sec. 113(b) (6), &4 Stat. 127; redesignated Aungust 21, 1974, P.L. 93-380, sec.
101€a) (3), 88 Stat. 495, .

. PAry C—S8prcian Grants?

t
. ELIGIBILITY AND MAXIMUM AMOUNT OF SPECIAL GRANTS
A .

Skt. 131. (a) Each locs! educational agency in a State which is eli-
gible for a grant under this title for any fiscal yeur shall be entitled to
" an additional grant for thut fiscal year if it meets the requirements of
subsection (b). The amount of siich grant shall be determined in ac-
cor‘lance with subsection (c). ' *

" {bAE) A loeal ed acational agency shal] be entitled to a grant under
this part for any f}scal year if the school district of such agency is lo-
eatedtin a county in which— -

" "™AY the number of children described in parsgraph (2) for
such year amounts to at least 200 per centum of the average
number of mlﬁiildren in"all counties in the State in which such
agency is located for that fiscal year; or oo

(B) the number of children so described in such county for

such year is 10,000 and amounts to 4 per centum of the total num-, .

ber of children in siich county.

‘
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1 Section 161 (a).(4)(B) or'&’.ﬂ%ﬁﬂ repeals Part C, effective July 1, 1970. -
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67 . .
(2) For the purposes of paragraph (1), the children counted with
respect to a local educational agency shall be those children in the such
county who are— . )
(A) in families having an annual income of $3,000 or less; or
(B) in families receiving an annual incomne in excess of $3,000
from payments under the program of aid to families with de-
pendent children under a State plan approved under title IV of
the Social Security Act; or
(C) living in institutions for neglected or delinguent children
or begn%suppo;ted in foster homes with public funds.

(3) (A:) Determinations with respect to numbers of children in any

county finder paragraph (2) shall be made by the Commjssioner on
the basis-of the most recent satisfactory data available to him.
(B) (i) The number of children determined with respect to one
or more counties shall be allocated by the Commissioner, flc))r the pur-
poses of paragraph (2), among the local educational agencies with
school districts located in such county or counties. ’

(ii) In any case where—

. (I) two or more local educational agencies serve, in whole or
in part, the same geographical area ; or
Ffl) a local educational agency provides free public education
for a substantial number of children who reside in the school
district of another local educational agency,” .
the Commissioner may allocate the number of children. determined
under thig subsection among such agepcies in such a manner as will
best achieve the ﬁurposes of this section . 4

(C) (i) For the purposes of paragraph_(2), the Commissioner shall
determine the number of children from Tamilies hating an annual
income of $3,000 or less on the basis of the most recent satisfactor
data available from the Department of Commerce. At any time sucﬁ
data for a county are available in the Department of Commerce, such
data shall be used in making calculations under this subsection.

(i1) For the purposes of this subsection, the Secretary of Health,
Education, and Welfare shall determine the number of children from
familigs receiving an annual income in excess of $8,000 from pay-
mgg,ljgnder the program of aid to families.with dependent children.
wider a State plan approved under title IV of the Social Security Act -
and the number of children living in institutions for neglected or
delinquent children or being supported in foster homes gith public

funds, on.the basis of caseload data for the month of J of the
preceding fiscal year, or to the extent that such data are ngi¥evailable
to him before Aprii 1 of the calendar year in whick the determination
is made, then on the basis of the most recent data available to him
at the timg of such determination. For the purposes of this subsection,
the Secretary shall consider all children who are in correctional insti-
tutions to be living in institutions for delinquent children.
(¢) The amount of the grant to which a local educational agency
shall be entitled for any fiscal year shall be— )
(A) the number of children determined with res
"agency under subsection (b) ; :
multiplied by— . .
(B) 50 per fentum of the average per pupfl expenditure of *
all the loca] #ducational agencies in the State in which. such
agency. is located.

t to such
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(d) Notwithstanding any other provision of this section, no pay-
ments for any fiseal year under this part to the loeal educational
agencies in a single State shall exceed 12 per centum of the aggregste
payments to all loeal educitional agencies in that year under this part.

(e) (1).The aggt. sate of the amount for which all local educational
agencies are eligible under this part shall not exceed $75,000,000 for
any fiscal year, If, for any fiscgl year, such aggregate, as computed
without regard to the preceding sentepce, exceeds $75,000,000, the
amount for which cach’local educationa] agency is eligible shall be
reduced ratably until such aggregate does.not exceeed such limitation.

(2) For the purpose of making payments under this part there
are authorized to be appropriated not in e$cess of $75,b00,000 for the
fiscal year ending June 30, 1975,

() For the purposes of this section, the férm-—

(11) “State™ means the fifty States and the District of Columbia;
an(
+ (2) “children™ includes all children aged 5 through 17, inélusive.

(20 U.S.C. 241 d-11) Enacted August 21,'1974, DL, 93-380, see. 101, 88 Stat.
405, 496. £

: Parr D.—Gexerar Provisions

- - €

' APPLICATION

Sre. 141 (2) A local educational agency may receive a grant under
this title for any fiseal year only upon application therefor approved
by the approprinte State educational agency, upon its determination

(consistent with such basic criteria as the Commissioner may

establish)— . . .
(1) that payment-under this title will be used for the excess
costs of programs - and projects (including the acquisition of
cquipment. payinents to teachers of amounts in excess of regular
st vy schedules as a bénus for service in schools cligible for
assistance under this title, the training of teachers, and, where
necessary, the constiuctjon of school facilities and plans made or
to be made for such programs, projects. and facilities) (A) which
are dlesigned to meet t}e special educational needs of educationally
deprived children it school” attendance areas having high con-
centrations of children from low-inecomeAfamilies (and at the dis-
cretion of the locdl educational agenfy. in anv school of such
ageney not located’in such a sehool atfendance area, at which the
proportion of chilllren in actual average daily attendance from
low-income families is snbstantially the same as the proportion of
such children in such an area ¢f that agency) and (B) which are
of suflicient size, scope, and qufality to give reasonable promise of
substantial progress toward meeting those needs and to this en
involve an expenditure of not less than $2,500, except that, the
State edueational ageney may with respect to any applicant re-
duce the $2.300 requirement if it determines that it would be
impossible, for reasons such as distance or difficulty of travel, for
the applicant to join effectively with other local educational agen-
cies for the pnrpose of meeting the requirement; and nothing
herein shall be deemed to preclude two or more local educational
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¢ 5
agencies from entering into agreements, at their option, for carry-
ing out jointly operated programs and projects under this title;
Provided, That the amount used for plans for any fiscal year shall
not exceed 1 per centum of the amount determined for that agency
for that year pursuzat to section 103 or $2,000, whichever is
greater; =

(2) that the local educational agency has provided satisfac-
tory agsurance that section 141A will be complied with; .

(3) "That (.\) the total educational agency has provided satis-
factory assurance that the control of funds provided under this
title, and title to property derived therefrom, shall be in a public
agency for the uses and purposes provided in this title, and th-'
a public agency will administer such funds ard property, (B,
Federal funds made available under thjs title will be so used (i)
as to supplement aiid, to the extent practical, increase the level
of funds that would, in the absence of such Federal funds, be made
available from non-Federal sources for the education of pupils
participating in programs and projects assisted under this title,
and (i1) in no case, as tp supplant such funds from non-Federal
sources, and (C) State and local funds will be used in the district
of such agency to provide services in project areas which, taken
as a whole, are at least comparablo services being provided in
areas in such distyict which are R§t receiving funds under this
title: Provided, “That any~findingNof noncompliance with this
clause shall not affect the payment of funds to any local educa-
tional agency until the fiscal year beginning July 1, 1972, and Pro-
vided further, That each local educational agency receiving funds
under this title shall report on or before July 1, 1971, and on or
before July 1 of each year thereafter with respect to its comi-
pliance with this clause ;! v

(4) In the case of any project for construction of school fa-
cilities, that the project is not inconsistent with overall State
plans for the construction of school facilities and that the require-
ments of section 133 of the General Education Provisions Act will
e complied withfon all such construction projects;

(5) In the case of an application for payments for planning,
(\) that the planning was or will be directly related to programs
or projects to be carried out under this title and has resulted, or is
reasonably likely to result in a prograin or projeat which will be
carried out under this title. and (B) that planning funds are
needed because of the innovative nature of the program or project
or because the local educational ageney lacks the resources neces-
sary to plan adequately for programs™and projects to be car):_ied

- out under this title; T~ ’ -

- (8) That effective procedures, including provisions for appro-
priate objective measurements of educational achievement, will
be adopted for evaluating at least annually the effectiveness of

I~

1 Spe; 109(h) of Publie Law 91-230 reads as follows ¢ N
“(b) The amendment made by subuection (a) shall be effective with respeet to all
applieations submitted to State edneational agencies after thirty days after the date of
enactnient of this Act. Nothing in this section shall be construed to anthorize the supplant-
\ ing of State and local funds with Federal funds prior to the effective date of the amend
ment made by this section.” . -
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the programs'in meeting the special educational needs of edu-
cationally deprived children?

(7) That the local educational agency will make an annual
report. and such other reports to the State educational agency, in
such form and containing such information (which in the cage of
reports relating to performance is in accordance with specific
performance criteria related to program objectives), as may be
reasonably necessary to enable the State educational agency to
perform its duties under this title, including information relating
to the educational achievement of students participating in pro-
grams carried ont under this titlepand will keep such records and
afford such access thereto as the State educational agency may
find ;gcessm;\' to assure the correctness and verification of such
reports;

.4 (8) That'the local educational agency is making the application

and all pertinent documents related thereto ssailable to parents
and other members of the general public and that all evaluations
and reports required under parngraph (7)) shall be public
mmformation; . ‘ ‘

(9) In the case of a projeet for the construction of school
facilities, that, in dev-loping plans fon such facilities due con-
sideration has been given to compliance with such standards as
the Secretary may preseribe or approve in order to insure that
facilities constructed with the use of Federal funds under this
title shall be, to the extent appropriate in view of the nses to
be made of the facilities, accessible to and usable by handicapped
persons;

(10) That effective procedures will be adopted for acquiring
and disseminating to feachers and administrators significant
information derived from educational research, demonstration,
and similar projeets, and for adopting, where appropriate,
promising cducational practices developed through such projects;

(11) In the case of a project for the construction of school
facilities, that, in developing plans for such facilities, due con-
sideration has heen given to excellence of architecture and de-
sigm, and to the inclusion of works of art. (not representing more
than 1 per centuin of the cost of the project) ;

(12).In the case of projects involving the use of education aides,”
the local educational agency sets forth well-developed .plans pro-
viding for coordinated programs of training in which education
aides’and the professional stafl whom they are assisting will par-
ticipato together: . .

(13) That, where a school attendance area docs not meet the
requirement. of paragraph (1) (.\\) of this subsection for a fiscal
year, or in the case of a lTocal educational agency electing to allo-
eate funds under section 140, where such an area does not meet
the requirement of that section, Hut did meet the appropriate
requirement in either of thie two preceding fiscal years, that school
attendance area shall be considered to meet the applicable crite-
rion for that fiseal year: and

\
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(14) That the local éducational agency shall establish an advi- *
sory council for the entire school district and shall establish an .
advisory council for each school of such agency served by a pro-
gram or project assisted under section 143(a) (2), each of which .
advisory councils— : .7 ) )
(A) has as a majority of its members parents of the chil- :
" dren to bo served, ’ . . ’
(B) is composed of members selected by the parents in — *
eacldschool Eendance area, - :
(C) Has Been given responsibility by such agency for ad-
. vising it in the planning for, and the implementation and
evaluation of, such programs and projects, and
(D) is provided by such agency, in accordance with regu-
lations of the Commissioner, with access to appropriate in-
- formation concerning such programs and projects.

. (b) It is the intent of the Congress.to encourage, where feasible,
the development for each educationally deprived child participatin A
in a program under this title of an individualized yritten educatiomﬁ )

lan (maintained and

y the local educationad age
when appropriate, the child. .

(¢) The State educational agency shall not finally disapprove in

. whole or in_part any application for funds under this title without
first affording the local e(iucationa] agency submitting the application
reasonable notice and opportunity for a hearing. . ,

(20 U.S.C. 241¢) Enacted April 11, 1965, P.L..$9-10, Title I, sec. 2, i Stat. 30;
amended Nov. 3. 1966. I.L. §9-750, Title I, secs. 103(b), 108(b) (1), (2), 110,
111(a)—(e), 80 Stat. 1192, 1195, 1196; redesignated and amended Jan 2, 1968,
P.L. 90-247, Title I, sees. 103(b), 106,108 (a) (2), 109, 110, 81 Stat. 783, 784, 786,
787 ; redesignated and amended April 13, 1970, P.L. 91-230, Title I, secs. 108,
109(a), 110, 111(b), 113(b) (3), (4), (7), 84 Stat. 124-126, 128; amended June

23, 1972, P.L. 92-318, sec. 50%fa) and (b), 86 Stat. 352; amended August 21,
1974, L. 93-380, sec. 101, 88 Stht. 496, 407. .

‘odically evaluated), agreed upon jointly
ncy, a parent or guardian of the child, and

PARTICIPATION OF CHILDREN ENROLLED IN PRIVATE SCHOOLS

Src. 141A. (a) To the extent consistent with the number of educa-
tionally deprived children in the school district of the local educational
agency who are enrolled in private elementary and secondary schools,
such agency shall make provision for including spe.ial educational
services and arrangements (such as dual enrvollinent. educational radio AN
and television, and mobile educational services and equipment) in
which such children can participate and meeting the requirements of
clauses (A) and (B) of paragraph (1) of subsection fa) of section
141, paragraph (2) of subsection (a) of such section, and clauses (A)
and (B) of paragraph (3) of subsection (a) of such section 141.

(b) (1) If a local educational agency is prohibited by law from pro-
viding for the participation in special programs for educationally de-
prived children enrolled in private elementary and secondary schools
as required by subsection (a), the Commissioner shall waive such re-
quirement and the provisions of section 141(a) (2), and shall arrange

7 P
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\
for the provision of services to such childven through arrangements
which shall be subjectto the requirements of subsection (a).

(2) If the Commissioner deterniines that a local educational agency
has substantially failed to provide for the participation on an equitable
basis of educationally deprived children enrolled in private elementary
and secondary schools as required by subsection (a), he shall arrange

7for the provision of services to such children through arrangeuments
which shall be. subject to tha requirements of’ subsgetjon (a), upon
which determination the provisions of paragrapif (a)-and section 111
(a) (2) shall be waived. - . *
(8) When the Commissioner ayranges for services: pursuant to this
_section, he shall, aftér, consultat®n with the appropriate public and
private school officials, pay the cost of such services from tlre appro-
priate allocation or allocations under this title. .

(4) (A) the Cormmissioner shall ‘ot take anyy final action under
this section until he has afforded the State educational agency and
local educational agency affected by such actionat least sixty days
notice of his proposed action and an opportunity for a hearing with
respect thereto on the record. . . .

(B) If a State or local educational agency is dissatisfied with the
Commissioner's final action after a hearing wnder subparagraph (A)
of this paragraph, it may within sixty days after notice of such actinn,
file with the United States court of appeals for the circuit in which
such State is located a petition for review of that action. A copy of
the petition shall be forthwith transmitfed by the clerk of the court to
the Commissioner. The Commissioner thereupon shall file in the court
the record of the proceedings on which he based his action, as provided
in section 2112 of title 28, United States Code. ) .

() The findings of fact by the Commissioner, if supported by sub-
stantial evidence, shall be conclusive; but the court, for good chuse
shown. may remand the case to the Commissioner to take fugther §vi-
dence, and the Commissioner may thereupon make new or modified
findings of fact and may modify his previous action, and shall file in
the court the record of the further proceedings. Such new or modified
findings of faet shell likewise be conclusive if supported by substantial -
evidence. s N . .

(D) Upon the filing of such petition, the court shall have juris-
diction to affirm the action of the, Commissioner or'to set it aside, in
whole or in part. The judgment of the court shall be subject to review
by the Supreme Court of the United States upon certiorari or certifica-
tion as provided in section 1254 of title 28, United States Code.

{20 U.8.C. 241e-1) Enacted August 21, 1974, PCL.\93—380. sec. 10t, 88 Stat.
497, 498. . .

ABSURANCES FROM STATES

Skc. 142. (a) Any State desiring to participate under this title
(except with respect to the program provided for in section 122 relat-
ing to migratory children of migratory agricultural workers) shall
submit through its State educational agency to the Commissioner an
application, in such detail as the Commissioner deems necessary, vhich
provides satisfactory assurance—

«
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' (1) that, excer. as provided in section 143(b), payments under
this title will be used only for programs and projects which have
been approved by the State educational agency pursuaat to see- | -
tion 141(a) and which meet the applicable requirements of that
‘ section"and of section 12} and that sneh agency will in all other
] respects comply with the provisions of this title, including “the . |
enforcement.of any obligations imposed upon a local educaticnal- .
agency under section i41(a); : PV

(2) that such fiscal control and fund acconnting, procedures
will be adopted as may be necegsary to assure proper disburse-
ment of, and accounting for, Federal funds paid to the State (in-
cluding such funds-paid by the State to local educational agen-
cies) under this title; and ‘

(3) that the State educational agency will make*to the,Com-
missioner (.\) perjodic reports ('incﬁ:uding the results of oljjective,
ineasurements required by section 141(a) (6} and of research ahd
replication studigs) evaluating the effectivencess of payments
under this title and of particular programs assisted under it in -
diiproving the edncational attainment of eduncationally deprived

. chi[ldreu, and {B) such other reports as ndy be reasonably neces-
sary to'enable the Conunissioner to perform his duties under' this
title (including such reports as he may require to determine the’
amounts which the local educational agencies of that State are”
eligible to receive for any fiscal year), and asstifhce that sugh®

sageney will keep such records and wfford such atcess thegeto as -
the Commissioney may find necessary to assure the correctness
and verification of such reports.. -
. (b) The .Commissioner shall approve an application which mneets.
the requirements splecified in subsection (a), and he shall not finally
disapprove an application except after reasonable notice and opportu-

nity fora hearing to the State educationalagency. - - .

. (20 U.8.C. 241f) Enacted April 11, 1965, P.L. §9-10, Title 1, sec: 2, 79 Stat. 31,
amended Nov, 1, 1965, .1, §9-313,.sec. 6(b), 79 Stat. 1162; amended Nov. 3,
1966, P.1.. 8§89-750. Title I, sec, 103(c) (1), 80 Stat. 1193; redesignated and
amended Jan. 3, 1068, P.L. 9(;5‘.’47, Title I, secs, 103(¢), l()bé(n) (23, 110, 81 Stat.
783, 786, 787 . redesignated and amended April 13, 1970, P12 91 230, Title 1, sees.
111(a), 113(b)(3), (4), 81 Stat, 125, 126. G :

L]

PAYMENT . .

¢ 'Skc. 143, (a) (1) The Commissioner shall. subject to the provisions of |
section 144, from time to time pay to each State, in advance or other-
wise, the amount which ‘it and the local edutational agencigs of that
State ave eligible to receive under this title. Snch payments shall tuke
into account the extent (if any) to which any previous payment to
sueh State educational agency under this title (whether or not in the
.- same fiscal year) was greater or less than the amount which should
«have been paid to it. . ) 5 o

_(2) From the funds paid to'it pursuant to paragraph (1) each State
educational agenvy shall distribute to each local educational agency
of the State which ig not ineligible by reason of section 103(lv) and
which has submittm? an application approved pursuant to keetior.

141(a) the amount for which guch applicatibn has heen annravad ex

' ¢ ¢
- ¢

N s o .
Q . <
JERIC :
: : . .

: . .




74

cept that this amount shall not exceed the amount determined for that
ageacy pursuant to section 103, : '

(b) Thé Comnissioner is authcrized to pay to each State amouuts
equal to the amounts expended by it for the proper and efficient per-
formance of its duties under this title (including technical assistance
for the measurements and evaluations required by section 141(a) (6).
except that the total of such payments’in any fiscal year shall not
exceed— - - ) -

(1) 1 per centum-of the amount allocated to the State and its local
educational agencies as determined for that year under this title; or

(2) $150,000, or $25,000 in’ the case of Guam, Aiperican S..noa_ the .
Virgin Islands, or the Trust Territory of the Pacific Islands, which-
‘ever is the greater. ‘

(¢) (1) No payments shal]l be made undcr this title for any fiscal
year to a Stafe which has taken into consideration re yments under this
title in determining the eljgibility of any local ¢ tioual agency in

*  that Statexfor State aid, orkbl).c amount of that o\, .ith respect to the
free public education of children during that year or the preceding
fiscal year. -

(2) No payments-shall be made under this title to any local educa-
tional agenay for any fiscal year unless the State educational agency
finds that the combined fiscal effort (as determined in accordante with
regulations of the Commissioner) of that agency and tne State with
respect to the provision of free public education by that agency for
the preceding fiscal year was not less than such combined fiscal effort
for that purpose for the second preceding fiscal year.

(20 U.S.C. 241g) Enacted April 11,71065, P.L. 80-10. Title I, sec. 2, 7*

32; amended Nov. 1. 1965, P.1. 80-313, sec. 7(a), 79 Stat. 1162; amended

1966, P.L, 89-750, Title I, secs. 103(c) (2), 108(b) (B), 112, 113(a), 80
1193, 1195, 1197: redesignated and amended Jan. 2, 1968, P.L. 90-247, 1

secs. 102, 103(c), 108(a)(2), 110. 81 Siat. 7383, 786, 787: redesignat. ar .

nmended April 13, 1970, P.L. 91-230, Title I, secs. 113(b) (3), (4), (8), 114, 84
. Stat. 126, 129, 130.

“+

ADJUSTMENTS WHERE MNECESSITATED BY APPROPRIATIONS

. Sxc. 144. If ihe sums appropriated for any fiscal year for making
the payments provided in this title are not suffieicnt to pay in full the

. total amounts which all local and State educational agencics are en
titled to recei=e under tuis title for such year, the ainount available for
each grant - 1 State agency eligible for a grant under ser.ion 121, 122,
_or 123 shaw, be equal to the total amount of the grant as romputed
under each such section. If the remuinder of such sums available after
the application of the preceding sentence is not sufficient to pay in full
the total amounts which ali local cducational agencies are entjtled to
receive under part A of this title for such year, the allocations to
such agencies and allocations under part B shall, subject to adjust-.
ments under the next sentence. be ratably reduced to the extent 1.+ -
sary to b " x the aggrcgate of such allocations within the limits of
the amouut 50 appropriated. except that entitlements under such part
B shall be taken into corsideration only to the extent that appropria-
tions for such title I (excluding part C thereof) exceed $1,396,975,000
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for any fiseal year and such entitlements shall not exceed $59,000,000
in any fiscal year. The allocation of a local educational agency which
would be reduced under the preceding sentence to less than 85 per
centum of its allocation under part A for the preceding fiscal year,
shall be increased to such amount, the total of the increases thereby
‘ required being derived by proll)m'tionately reducing the allocations of
" the remaining local educatior ‘1 agencies, under the preceding sentence, -
but with such adjustments as niay be necessary to prevent the alloca-
tion to any remaining local educational agency from being thereby
reduced to less than 85 per centum of its alloeation for such year. If
the aggregate of the amounts to which all States ave entitled under such
art B exceeds $50,000,000 the entitlement of each State shall be re-
gucml ratably until such aggregate does not exceed $50,000,000 m such
fiscal yéar. ‘ . .
In case additional funds become available for making payments
under thig title or that year, such recuced amounts shall be mereased
on the same basis that they were reduced. Tn order to permit the most
effective use of all appropriations nade to carry out this title, the Com-
wissioner muy set dates by which (1) State educational agencies must
certify to him the amounts for which the applications of educational
agencies have be:n or will be approved by the State, and S‘B) State
educational agencies referred to n section 122 must Sle applications.
If the maximum grant a local educational agency or a 'agency refer-
red'to in section 122 would receive (after any ratable xgduction which
may kave been required under the first sentence of fhis section) is
more than an amount which the State educational agency determines,
in accordance with régulations prescribed by the Commuissioner, such
ageney will use, the excess amount shall be made ,available first to
edneational agencies in that State. Determinations ¢ the educational
agencies to which such excess amounts shall be made available shall
be made by the State educational agency in fartlferance of the pur-
poses 6f.this title in accordance with criterin pregeribed by the Com-
missioner Vrhich are designed to assure that sucly excess aniounts will
be made available to other eligible educational agencies with the great-
est need, for the purpose of, where appropriate, redressing inequities
inherent in. or mtigating hardships Caused by fhe application ef the
rovisions of gagagraph (2) of section 103(a) as 2 result of such
actors as pop¥iKtion shifts and changing economic circumstances.
In the event excess amounts remain aftér carrying out the receding
, two sentences of this section. such excess amounts shall be wstributed
F-—~ among the other States as the Commissioner shall prescribe for use by
local educational agencies in such States for the purposesof this title
in such manner as the respective State educational agencies shell
prescribe.

(20 'T.SC. 241h) Enacted April 11, 1965, P.L. 89-10, sec. 2, 79 Stat. 93:
amended Nov. 3, 1966, I.L. 89-750, Title I, sec. 114, 80 Stat. 1197; redesignated
and amended Jan. 2, 1968, P.L. 80-247, Title I, secs. 107 (b)), 110, 81 Stat. 785, 787
redesignated and amended april 13, 1970, P.1. 91-230, Title I, sec. 113(b) (3), ()
(e}, and {d), 54 Stat. 126, 129; amended August 21, 1974, P.L. 93-380, sec. 101,
88 Stat. 408, 409
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WITHHOLDINGS

Src. 146. Whenever the Commissioner, after reasonable notice and
opportunity for hearing to any State educational agency, finds that
there has been a failur~ to comply substantially with any assurance
set forth in the application of that State approved under section 122
or 142(b) the Commissioner shall notify the agency that further
gayments wili not be made to the State under this title (or, in his

iscretion, that -he State educations agency shall not make further
payments under this title to specified local educational agencies
affected by the failure) until he is satisfied that thereis no longer any
such failure to comply. Until he is to satisfied, no further payments
shall be made to the State under this title, or payments by the State
educational agency under this title sliall be limited to lotal educational
agencies not affected by the failure, as the case may be.

¢ 30 U.8.C. 2413) Enacted April 11, 1965, P.L. 89-10, Title I, sec. 2,79 Stat. 33;
sv .aded Nov. 3, 1966, P.L. 86-750, Title I, sec. 103(c) (3), 80 Stat. 1192 redes-
ignated and amended Jan. 2, 1068, P.L 90-247, Title I, secs. 108(a) (4), (b), 110,
81 Stat. 788, 787; amended and redesignated April 13, 1970, P.L. 91-230, Title I,
gec. 113(b) ‘4), (9), 84 Stat. 126, 120. < .

¢
JUDICIAL REVIEW

Skc. 147. (a) If any State is dissatisfied with the Commissioner’s
énal action with respect to the approval of its application submitted
urlder section 122 or 142(b) or with his final action under section 146,
such State may, within sixty days after notice of such jaction, file
with the United States court of appeals for the circuit in which such
State is located a petition for review of that action. A (iopy of the
petition shall be forthwith transmitted by the clerk of the court to the
Commissioner. The Commissioner thereupon shall file in the court t* e
record of the proceedings on which he based his action, 8o provided
in section 2112 of title 28, United States Code. .

(b) The findings of fact by the Commissioner, if supported by sub-
stantial evidence, shall be conclusive; but the court, for good cause
shown. may remand the case to the Commissioner to take further
evidence. and the Commissioner may thereupon make new dr modified
findings of fact and mav modify his previous action, and shall file in
the court the record of the further proceedings. Such new or modified
findings of fact shall likewise be conclusive if supported by substantial
evidence. N

(¢) Upon the filing of such petition. the court shall have jurisdietion
to affirm the action of the Commissioner or to set it aside, in whole or
in purt. The judgment of the court shall be subject to eview bv the
Suprer.e Court of the United States unon certiorari or certification as
provided in section 1254 of title 28, United States Code. -

(20 U.S.C. 241k) Enacted April 11, 1065, P.1.. 88-10, Title I. see. 2. 70 Stat, 83
amended Nov. 3, 1086, P.1.. R9-750. Title 1. sec, 103(¢) (4), 80 Stat. 1193 : redesig-
nated and amended Jon, 2. 1968 P.L. 80-247, Title I, gees. 10R(n) (4) (b)Y, 110, ~
Q1 Stat. 788, 787 : amended and redesignated ‘April 18. 1970. P.1.. 91-230, Title T,
sec. 113(b) (4), (10), 84 Stat. 125, 129,
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NATIONAL ADVISORY COUNCIL,

. Src. 148. (a) There shall be a National Advisory Council on the
Fdueation of Disadvantaged Childven (hercinafter in this section
referred to as the *National Council™) consisting of fifteen members
appointed by the President, without regard to the provisions of title
5, United States Code, governing appointment in the competitiyve sery -
1ce, for terms of three years, except that (1) in the case of initial
memnbers, five shall be appointed for terms of one year each aud five
shall be appointed for terms of two yewrs cach, and (2) appointments
to fill vacancies shall be only for such terms as remain unexpired, The
National C'ouncil shall meet at the call of the Chairman.

(b) The National Council shall review and evaluate the adminis-
tration and operation of this title, including its effectiveness in im-
proving the cducational attainment of educationally deprived chil-
dven, inclnding the cffectiveness of programs to meet their occupational
andd caree: needs, and make recommendations for the improvement
of this t' and it> administration and operation. These recommenda-
tions shall take into consideration experience gained under this and
other Tederal educational programs for disadvantaged children and,
to the extent appropriate, experience gained under other public and
private educational programs for disadvantaged children.

(¢) The National Council shall make such reports of its activities,
findings. and recommendations  (including  1eccommendations  for
changus in the provisions of this title) as it may decin appropriate and
shall make an annual report to the President and the Congress not
later than March 31 of each calindar year. Such annual report shell
include a repert specifically on which of the vatious compensatory
edueation progiams funded in whole or in part under the provisions
of this title, and of other public and private educational programs for
cducationally deprived children, hold the highest promise for raising
the cducatioual attaineunt of these cdugationally deprived children.
The President is requested to transmit to the Congrress such coimments
and recommendations as he may have with vespeet to such report.
Subject to scetion 418(b) of the General Education Provisions Act, the
National Counecil shall continue to exist until July 1, 1978,

(20 U.8.0C. 2111 Enacted April 11, 1965, P.I. 89-10, Title I, sec. 2, 79 Stat.
31, amended Nov, 3. 1966, P, 80-750. Title I, sec. 115, 80 Stat. 1107, redesig-
nated aud amended Jan, 2 1988, PULL00-247, Title 1. secs, 108(a) (1), 110, 114, 81
Stat. 786G 7ss . amended and redesignated April 13, 1970, P.L. 91-230, Title 1,
secs. 132, 1134b) (1), 81 Stat. 125, 126, amended August 21, 197¢, P.L. 93-380,
sec. 815 (a), 88 Stat. 612 -

TREATY ENT OF EARNINGS FOR PURPOSES OF AID TU FAMILIES WITH
DEFENDENT CHILDREN

Skc. 119, (a) Notwithstanding the provisions of title IV of the’

Social Security Act, a State plan approved under section 102 of -ach
Act shall provide that for a period of not less than fwelve months,
and may provide that for u period of not mo:e than twenty-four
months, the fitst $55 cained by any person in any month for services
rendered to any program assisted under this title of this ct shall

*
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not be regarded (A) in determining the need of such person under
such approved State plan or (B) in determinin, the need of any other
individual under such approved State plan.

(b) Notwithstanding the provisions of subsection (a) of this sec-
tion, no funds to which a State is otherwise entitled under title IV of
Social Security Act for wny period before the fourth month after the
adjournment of the State's first regulav legislative session which ad-
.journs more than siaty days after enactment of the Elementary and
Cecondary Tducation Amendments of 1966, shall be withheld by
reason of any action taken pursuant to a State statute which prevents
such State from complying with the requirements of subsection (a)
of this section. :

(20 U.S.C. 241m) Enacted Nov. 3. 1966, P.L. 80-750, Title.T, sec. 109, §0 Stat.
1195 ; . redesignated Jan, 2, 1988, P.L. 90-247, Title I, secs. 105(a) (1), 110, 81
Stat. 786, 787; redesignated April 13, 1970, P.L. 91-230, Title I. sec, 113(b) (4),
84 Stat. 126, .

. " ALLOCATION OF FUNDS WITHIN THE SCII?OL DISTRICT OF A LOCAL
. EDUCATIONAL AGENCY

Skc. 150. (a) For any fiscal year not more than 20 local educational
agencies sclected for the purpose of section 821(a) (5) of the Educa-
tion Amendments of 1974 may elect, with the approval of the district-
wide parent advisory council which is required to be ¢stablished under
section 141(a) (14) of this title, to allocate funds received from pay-
nients under this title on the basis of % metliod or corjbination of
methods other than the method provided under section 141ga) (1) (A).
Any method seleeted pursnant to this section shall be so Jesigned and
admini ‘ered as to be free from racial or enltural discpfmmation.

(b) Anuy local educational ageney to which this sectigh applies shall

submnit such repurts to the Diz‘cétor of the National Institute of Educa-
tion at such time and in such manner as the Director may reasonably
require to carry out his responsibilities under sectipn 821(a)(5) of
the Education Amendments of 1974, )

(20 U.S.C. 241n) Exmcte(ll August 21, 1274, P.1., 93-380, s'c. 101, 88 Stat. 499.

i

\mocn;m EVALUJATION

<

See. 151, (a) The Commissioner shall provide;for independent
evaluations which deseribe dind measure the impact jof programs and
projects ussisted under this title. Such evaluations may be provided by
contract or other arrangements, and all such evaluatjons shall be made
by competent and independent persons, and shall include, whenever
possible, opinions obtained from progran or project participants about
the strengths and weaknesses of such programs or prejects. o

(b) The Commissioner shall develop and_publish standards for
evaluation of program ¢ project effectiveness in achieving with objec-
tives of this title. . .

(¢) The Commissicner shall, where appropriafe, consult with State
ageueies in order to provide for jointly spousorvﬂ objective evaluation
studies of programs and projects assisted under this title within &
Stace. : _ ] )
(d) The-Commissioner shall provide to State edncationz! agencies,
miodels for evaluations of all progeams gondyrted under this title, for
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their use in carrying out their functions’ under section 143 (a), which
. shall includé uniformu proecedures and eriteria to be utilized by local

educatiohal agencies, as well as by the State agency in the evaluation

-of such.programs.

(e) The Comissioner shall rovide sueh technical and other
assistance as may be necessary to State educationdl agencies to enable
them to assist local educational agencies in the development and appli,
cation of a systematic evaluation of programs in accordance with the
models developed by the Commissioner.

. () The models developed by the Commissioner shall “specify

objective criteria which shall be utilized in the evaluation of all pro-

grams and shall outline techniques (such as longitudinal studies of

children involved in such programs) and methodology (such as the use

of tests which yield comparable results) for producing data which are
E comparable on a statewide and nationwide basis.
: ~ (g) The Commissioner shall make a report to the respective com-
mittees of the Congress having Jegislative jurisdiction over programs
authorized by this title and the respective Committees on Appropria-
tions concerning his progress in carrying out this section not later
thafi January 31,1975, and thereafter he shall report to such commit-
tees\no later than January 31 of each calendar year the results of the
evaluations of programs and projects required under this section,
which shall be comprehensive and detaited, as up-to-date as possible,
and based to the maximum extent possible on objective measurements,
together with any other related findings and .valuations, and his
recommendations with respect to legislation.

(h) The Commissioner shall also develop a system for the gather-
ing and dissemination of results of =valuations and for the identifica-
tion of exemplary programs and projects. or of particularly effective
lements of .programs and projeets, and for the dissemination of
information concerning such prograins and projects or such elements
thercof to "State and local edncational agencies responsible for the
design «nd conduct of programs and projects under this title, and
to the education profession and the general public:

(i) The Commissioner is authorized, out of funds | propriated’to
carry out this title in any fiscal year, to expend such sums as may be
necessary to carry out th provisionsiof this section, but nog,to exceed

one-half of 1 per centum of the amdunt appropriated for such pro-
gran, of which $3,000.000 for each fiscal year ending prior to July 1,
1977 shall be available only for the surveys and studies authorized by
section 821 of the Education Arendinents of 1974. -
- 03‘.‘0 ©.8.C. 2410) Euacted August 21, 1974, P.L. 93-380, scc. 101, 83 Stat. 499,
QU *
SHORT TITLE "=

, Skc. 132. This title my be cited as “Title I of the Elementary and
Secondary Education Act of 1965.7

Enac.ed Nov. 3, 1968, P.L. §9-730, Title 1. sec. 116, 80 Stot. 1198 redesignated
JIan. 2. 1968, P.L. 00-2147, Title I, sees. 108(a)(4), 110, &1 Stat. 786, 787; redesig-
nated April 13, 1970, P.L. 91-230, sec. 113(b) (iy, 81 Stat, 126; redesignated
August 21, 1974, P.1.. 93-380, zec. 101, 88 Stat. 499.
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‘ TITEE IV (P.1. 81-874) —GENERAL

¢ y ADMINISTRATION |

Sec. 401.1 (a) (Repealed). .
(b) The Commissioner shall administer this Act, a may make
such regulations and perform such otbher functions as he finds neces-
sary to carry out the provisions of this Act.
" (ey The Commissioner shall include in his annual report to the Con-
gress a full report of the administratior of his funcfions under this
Act, including a detailed statement of receipts and cisbursement.

(20 U.S.C. 242) Enacted Sept. 30, 1950, c. 1124, P.I.. 874. &1st Cong., sec. 7, 64
Stat. 1107 ; redesignated as Title 111, see. 301, April 11, 1963, P.L. 80-10. Title I,

sec. 3(c¢) (1), 79 Stat. 35; amended Nov. 3, 1966, P.L. 89-750, Title II, sec. 205, 80

Stat. 1212; subsgection (a) repealed April 13, 1070, P.L. 91-230, Title IV, sec.
401(f) (1) and superseded by sec. 422 of P.L. 90-247, Title IV, as amended (20
U.8.C. 1232a) ; redesignated June 23, 1972, P.L. 92-318, sec. 411, 88 Stat, 334.

{ B

USE OF OTHER FEDERAL AGENCIES; TRANSFER AND AVAILABILITY OF
APPROPRIATIONS

Skc. 402. ’{a) In earrying out his functions under this Act, the Com-
missioner is authorized, pursuant to proper agr:eemé’nt with any other
Federal department or agency, to utilize the services and facilities

of such department or agency, and, when he deems it necessary or .

appropria , to delegate to any officer or employee thereof the function
under section 6 of making arrangements for providing free public
education. Payment to cover the cost of such utigzation or of carrying
out such delegated function shall be made either in advance or by
way of reimbursement, as may be provided in such agreement.

b) All Federal departments or agencies administering Federal

. propérty on which children reside, and all such departments or

agencies principally responsible for Federal activities which may od-
casion assistance under title T, shall to the maximum extent practi
cable comply with requests of the Commissioner for information h
may require in carrying out the purposes of titleI. - .

ec':) §\it:h portion of the appropriations of any other department or
agency for the fiscal year ending June 30, 1951, ys the Director of the
Bureau of tie Budget determines to be available Yor the same purposes
as title I, shall, except to the extent necessary to carry out during such
year contracts Srde prior to the enactment of title I, be transferred
to the Commiss®ner for use by him in carrying out such purposes.

(d) No appropriation to any department or agency of the United
States, other ‘than an appropriation to ¢arry out this .\ct, shall be
available for the emp'syment of teaching personnel for the provision
of free public education for ckildren in any State or for payments to
any local educativnal agency (directly or through the State educational
agency) for free public education for children, except that nothing
in the foregoing provisions of this subsection shall affect the avail-

LPitle TV and gection 40i of the Act of Sept. 20, 1950, P.T.. 81-874, Refercnces In thia

,title to Title I of the Elementary and Secondary Education Act of 19854, are to its original

designation vn enadctiment, “Title 1T of Prdlle Law 81-874,

Provisions of this title {(as well ax provizsions of other acts) repealed by P.L. 91~-280
are superseded by provislons-ofdhe Goneral Education Provisions Act, as added by Title
IV of P.L. 81-230, amendments to Title IV of P,L, 90-247. °
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1955, as amended, or the availability of
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!
ability of approprifitions for the maintenance and operation of school
facilities (1) on Federal property under the control of the Atomic
Energy Commission or (2) by the Burean of Indian Affairs, or the
availability of appropriations for thy making of payments directed
to be made by section 91 of the Atonje Energy Community Act of
appiopriations ugsder the Act
as the Johnson-O’Malley Act

of April 16, 1934, conumonly referred t
(25 U.S.C,, sec. 452).

(20 U.S.C. 243) Engeted Sept. 30, 1950, ¢. 1124, L. 874, 81st Cong., Title III,
see 302, formerly sec. B, Gf $tat, 1108; amended Aug. 8, 1933, c. 402, P.L. 248, 83d
Cong., sec. 9, 67 Stat, 536 ; apended Aug. 4, 1933, e. 343, e, 11, P.L. 221, 84th Cong,,
see. /202, 69 Stat. 485 ; ameudid Aug. 12, 1935, c. 868, P.L. 382, S4ih Cong,, sec. 1, 69.
Stgt. 713 ; amended Aug. ¢ 56, ¢. M3, P.L. 949, 84th Cong., Title 1I, sec, £10, 70
Stat. 972; amended Aug. IR M58, P.L, 85-620, Vitie 11, see, 204, 72 Stat. 560; re-
designated and amended April 11, 1963, P.L, §9-10, Title I, sec. 3(¢), 79 Stat. 35,
amended April 18, 1970, P.L. 91-230, Title IV, see. 401(c¢) (1), 8% Stat. 173.

Repealed provisign superzeded by see. 411 of P.L. 90-247, Title IV, as amended ~

ézi.;(l) U.S.C. 1231¢h)) ; redesignated June 23, 1972, P.L. 92-318, scc. 411, 86 Stat.
DEFINITIONS *

Skc. 403. For the purposes of this Act— .

(1) The term “Federal property”™ means real property which is
owned by the United States or is leased by the United States, and
which is not subject to taxation by any State or any political sub-
division of a State or by the District of Columbia. Such termi includes
(1) except for parposes of section 6, real property held in trust by
the- United States for individual Indians or Indian tribes, and real
property held by individual Indians or Indian tribes which is subject
to restrictions on alienation imposed by the United States, (B) for
one year beyond the emd of the fiscal year in which occurred the sale
or transfer thereof by the United States, any property considered
prior to such sale or transfer to be Federak property for the purposes
of this act, (C) any low-1ent housing whethier or not owned by the

Uhnited States which is part of a low-reut housing project assisted’

under the United States Housing Aet of 1937, section 516 of the
Housing Act of 1919, or part B of title III of the Xconomic Oppor-
“unity et of 1964, and (D) any school which is providing flight
training to members of the Air Foree under contractual arrangements
with the Departmient of the Air Force at an airport whicl is owned
by a State or a political subdivision of a State. Such term also includes
any interest in Federal property (as defined inthe foregoing provisions
of this paragraph) under an easement, luase, license, permit, or other
arrangenient, as well as any iimpt nements of any nature (other than
pipelines o utility lines) on shich property even thongh such interests
or improvements are subject to taxation by a State or political subdivi-
sion of a State or by the Distriet of Columbia. Notwithstanding the
foregoing provisions of this paragraph, such termr does not include
any real property under the jurisdietion of the Past Office Depart-
ment and used primarily for the provision of postal services.

(2) The term “child.” except as used in title IT. 1aeans any child who
is within the age limits for which the applicable State provides free
public education.

C.fy. '
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(8) The term “parent” includes a legal guavdian or. other pergon
standing in loco parentis, ;

(4) The term “free public edueation™ means education which is
provided st public expense, under public supervision and direction,
and withont tnition charge, wnd whicl; is provided as elementary or
secondary school education i the applicable State, ¢ xeept that for the
purposes of title IT such term does not include any edueation provided
beyond,grade 12, : P

(5) The term “currert expenditures” means expghditures for ..
publie education, including expenditures for administration, instruc-
tion, attendance wu..d health services, pupil transportation services,
operation and maintenance of plant, fixed charges, and net expendi-
tures to cover deficits for food services and student body activities,
but not including expenditures for conununity services, capital outlay,
and debt service, or any expenditures made from funds granted under
title IT of this Act o title IT or IIT of the Elementary and Secondary
Education Act ol 1965,

(6) (A) For purposes of title I, the term “local educational agency”
means & board of edncation or other legally constituted local sechool
authority having administrative control and direction of free public
education in a county, township, independent, or other school district
loeated within a State. Such term includes any State agency which
directly operates and ‘maintains facilities for providing free public
education, ‘

(B), For purposes of title TI, the term “local educational agency”

means a public board of education or ather public anthoiity legaily
constituted within a State for either administrative control or direc-
tion of, or to perform a service function for, public elementary or
secondary schools in a city, connty, township, school district, or other
political subdivision of a State, or such combination .of school districts
qx counties as are recognized in a State as an administrative agency
for its pudlic clementary or seerndary schools. Such term includes
any other public institution or agency having administrative control
and direction of a°public-elementary ‘or secondary school, and it also
includes (except for purposes of sections 203(a) (2), 203(b), and
205(x) (1)) ‘any State agency which is direct] respongible for pro-
viding free public education for handicapped children (including
mentally retarded, hard of hearing, deaf, speech impaired, visually
handicapped, seviously emotionally disturbed, crippled, or other health
impaired childien who by reason thercof require special education)
ar for chiidren 'in institutions for neglected or delinquent children.

(7) The term “State edncationaTrmgency™ means the officer or agency
primarily vesponsible for the State supervision of public elementary
and secondary scliools. o . :

(8) The termn “State” means a State, Puerto Ri-o, "Vake Island,
Gnam, the District of Columbia, Anierican Samoa, or the Virgin
Islands. and for purposes of title 11, such term includes the Trust
Territory of the Pacific Tslands, L "

(9) The erms “Commissioner of Education” and “Commissioner
means the United States Commissioner of Fducation.
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(10) Average daily attendance shall be detern: .ied in accordance
with State law, except that (A) the average daily attendance of
children with respect to whom payment is to'be made nnder seetion
3or 4 of this Act shall be determined in accordance with regnlations of
the Co¥gmissioner, and (B) not withstanding any other provision of
this Acf; where the local educational agency of the school district in
which any child resides makes or contracts to make a tnition payment
for the fyee public education of such child in a school situated in
another séhool district, for purposes of this Act the attendance of such
child at such scliool shall be held and considered (i) to Be attendance
at a school of the local educational agency so making qu contracting
to mal® such tuition pay .ent,and (ii) not to be attendince at a school
of the local educational agency receiving such tuition payment or
entitled to receive such piyment under the contract.

(11) The term “county” means those divisions of a State utilized by
the Secretary of Commerce in compiling and reporting data regarding
counties. ’ ' )

(12) The term “construction™ includes the preparation of drawings
and specifications for scheol facilities; erecting, building, acquiring,
altering, 1emodeling. improy ing, or extending school facjhities ; and tho
inspection and supervision of the construction of school ‘facilities.

13) The term “school facilities” means classrooms and related
facilities (including initial equipment) for free public eduéation and
interests in land (including site, grading, and iniprovements) on which
such faclities ave constructed. except that such term does not include
those gymnasiutus and similar facilities intended primayily for exhibi-
tions for which admjssion is to be charged to the general public. _

(14) The term “cquipment™ inclufles machinery, utilities, and built-
i equipment and any necessary, enclpsures o1 structures to liouse them,
and inchudes all other items necessarY for the functioning of a particu-
lar facility as a facility for the proWsion of educational services, in-
cluding items such as instiuctional equipment and necessary furnitave,
printed. published. and audio-visual instructional materials, and bocks,
periodicals, documents, and other related materials. .

(15) For the purpose of title IT, the term “elementary school™ means
a day or residential school which provides clementary education, as
determined under State law, and the term “secondary school™ means a
day or residential school which provides secondary cducation, as deter-
mined under State law, except that it does not include any education
provided bevond grade 12,

(16) For purposes of title TT, the “average per pupil expenditure”
in « State. or in the United States, shall be the agpregate current
expenditures, during the second fiscal year preceding the fiseal year
for whicl the coaputation is made (or if satisfactory data for that
vear-are not aveidable at the time of computation. then during the
most recent preeding fiscal vear for which satisfactory data are
available. of a  loee] edneational agencies as defined in section
103(6) (B) in the State. or in the United States (which for the pur-
poses of this subsection means the fifty States, and the District of
Columbia). asthe case may be, plus any direct current expenditures

Qo

T . ot et

)




ERI

Aruitoxt provided by Eic: ¥

s 84

by thie State for operation of such agencies..(without regard to the
souvce of funds from which either ‘of sucli expenditures are made),
divided by the aggregate number of children in average daily attend-
enco to whom such agencies provided free public education during

“such preceding year.

_(17) For the purposes of title IT, “excess costs” means those costs

directly attributable to programs and projects w hich exceed the aver-
age per pupil expenditure of a local educational agency in the most
recent year for which satisfactory data are available for pupils in the
grade or grades included in such programs or projects (but not includ-
ing expeditures for any, com{)ax'able State or local special programs, for
educationally deprived children or. exper%iitures for bilingual pro-
grams or special education for handicapped children or children with
specific learning disabilities, if such expenditures for bilingual educa-
tion and special education are used to provide, to children of limited
English-speaking ability and handicapped children, and children with
specific learning disabilities who reside in title I project areas, services
wlpch are cox)npamblo to t.hose provided to similarly disadvantaged
children residing in nonproject areas). .
_ (20 U.8.C. 244) Enacted Sept. 30, 1950, c. 1124, P.L. 874, 81st Cong., Title I1I,
sec. 803, formerly. sec. 9, 64 Stat. 1108; amended Aug. 8, 1953, ¢. 402, P.L. 248, 83d
Cong., sec. 10, 67 Stat. 536 ; amended Auvg. 1, 1956, c. 852, P.L. 808, 84th Cong., sec.
10, 7¢ Stat. 909; amended Aug. 3, 1058, ¢. 315, P.L. 849, g4th Cong., Title IJ, sec. 211,
70 Stat. 972; amended Aug. 12, 1958, PL. 85-620, Title 11, sec. 203, 72 Stat. 560;
amended June 25, 1959‘ P.L, 86-70, sec. 18(d) (4), 73 Stat. 145 ; amended July 12,
1960, P.L. 86-624, sec.’14(d) (4), 74 Stat. 414 amended Oct. 16, 1904, P.L. 88-
065, Title X1, sec. 1102(b}, 78 Stat. 1109; redesignated, and nmendetf April 11,
1965, P.L. 89-10, Title I, secs. 3(c) (1), 4(a)~(c), (d)(2), (e), 70 Stat. 35;
amended Nov. 1, 1965, P.L. 89 313, sec. 6(c), 79 Stat. 1162; amended Nov. 8,
1066, P.L. 89-750, Title I, sec. 117(a) (1), (b), Title If, see. 206, 80 Stat. 1198,
1199, 1213, amended Jan. 2, 1968, P.L. 90-247, Title 11, sec. 201, 81 Stat. 806:
amended April 13, 1970, P.L. 91-230, Title II, sec. 203(b), 84 Stat. 156. Amend-
ment effective after June 30, 1970, redesignated June 23, 1972, P.L. 92-318, sec.
411, 86 Stat, 334; amended August 21, 1974, P.L. 93-380, scc. 101, 88 Stat. 501.

Elementary and Secondars' ‘Eéucation Act of 1965

-

(P.L. 80-10)

2 Trrues 11, 111, V, VII, axp VIII

AN ACT To strengthen and improve educational quality and educational
opportunities in the Nation's elementary and secondary schools

Be is enacted by the Senate and House of Representatives of the
United States of America in Congress assembled, That this Act may
be cited as the “Elementary and Secondary Education Act of 1965,

Trrek 1--FiyvaNcran Assistance 1o Locat, EDUCATIONAL AGENCIES FOR
THE EnteavioN or Caitprex o Low-Incode FayMILies AND TXTEN-
stoN or Pursnic Law 874, Kigciry-First CoNoress

* * * . * * DI .

(Notr. fTitle I.. an amendment to P.L. 571, 81st Cong., and Is Included herein
on p. 57 as a separate program.) - -
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TITLE 11--SCHOOL LIBRARY RESOURCES, TEXTBOOKS °
AND OTHER INSTRUCTIONAL MATERIALS® .

]

APPROPRIATIONS AUTHORIZED

Skc. 201. (a) The Conuuissioner shall carry out a program for
making grants for the acquisition of school library resoureds, text-
bouks, aud other printed and pnblished instructional materials for the
use of children and teachers in public and private elementary and
seeondary schools.

(b) For the purpose of making grants under this title, there are
hereby guthorized to be appropriated the suni of $1068000,000 for the
fiscal y ear ending June 30, 1966, $125,000000 for the fiscal year ending
June 30, 1967, $150.000,000 for the fiscal year ending June 30, 1968,
$162,500.000 for the fiscal year ending June 30, 1969, 200,000,000 for
each of the fiscal yea.s ending June 30, 1970, and June 30, 1971,
$210.000400 for the fiscal year ending June 30, 1972. and $220,000,000
for the fisea g. ar ending June 30, 1973, and each of the five succeeding
fiscal yenrJept that no funds are anthorized to be appropriated for_

obligation e Connnissioner during any year for which funds are
available fagghligation by the Conmissioner for carrying out part B

of title IV, " .

(20 U.S.C. 821) Enacted April 11, 1965, P.L. §9-10, Title I1, sec. 201, 79 Stat.
36 ; amended Nov. 3, 1966, 1.1, 89 750, ‘Title 1, sec. 121, 80 Stat. 1199, amended
san. 2; 1968, P.L. 90-247, Title IT1. sec. 301(b), 81 Stat. 813; amended April 13,

. 1970, L. 91-230,.Title I, sec. 121(a), 84 Stat. 130; amended Ang. 21, 1974,
P L. 93-389,-sec. 102(a) 7 88 Stac §01.

-

N ALLOTMENT TO STATES

c .
Sec. 202, (a) (1) There is hereby authorized to be appropriated

. for eacl fiscal year for the purposes of thigparagiaph an amount equal

to not more than 1 per céntum of the mnount appropriated for such
vear for payments to States under section 201(b). The Commissioner
shall allot the amonnt appropriated pursnant to this paragiaph among
Guam. American Samon, the Virgin Islands, and the "Trust Tervitory
of the Pacific Islands according to their 1espective needs for assistance
under this title. In addition. he shall allot from such amount to (A)
the Secretany of the Interior the amount necessary for such assistance
for children and teachers in clementary ard <. ondary sehools oper-
ated for Indian children by the Departmen of the Interior, and (B)
the Secretary of Defeuse the amount necessary for such assistance for
children and teachers in the overseas dependents schools of the Depart-
ment of Defense, The terms npon which payments for such purpose
shall be made to the Sceretary of Tnterior and the Secretary of Defense
el e . *

I‘S(\ot!_nn 319 of P.L, 93-280 provides as follows ;
Ske. 519 (a) There is established, in the Ofilee of Education, an Office of Tibrarles
and Learning Rexources (liercafter in this sectlon roferred to as the “Office”), through
whieh the Commussloner shall admindster all programs in the Ofice of Education related
to asslstance for, and evcouragement of, Ubraries and inforination centers and education
technology. D .
(b) The Office shall be headed by a Director, to whem the Commissioner shall Qelegate
his delegable functions witlf respeet to the programs ¢dministered through the Office.
‘“
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shall be determined pursuant to such cfiteria as the Cotiumissioner’
determines will best carry out the purpose of this-title.
(2) From the sums appropriated for carrying out this title for any
i fiscal vear pursuant to section 201(b), the Cmmnis.sxouo't- shall allot
y - to each State an mmount which bears the same ratio to the total of
such sums as the mmber of children enrolled in the publie and private
elementary and secondary schools of that State liezu-s to the total ¢
‘ nuniber of children so enrolled sin sueh schools in all’8f the States.
el The number of children so enrolled shall be determined by the Com-
| missioner on the basis of the most recent satisfactory data available
. to him. For pfreposes of this subsection, the term “State” shall not in-
. clude Guam. American_Samoa, the Virgin Islands, and the Trust
- 1 'Perritery of the Pacific Islands. '
| (b) The amount of any State’s allotment under subsection (a) for
any fiscal year which the Conumissioner determines will not be reqiired
, forsuch fiscal year shall be available for reallotment from time to time,
1+ on such dates during such year as the Commissioner may fix, to other
. States in propoltion to the original allotments to such States under
\ subsection (a) for that year but with such proportionate amonnt for
any of such other States being reduced to the extent it exceeds the
. sum the Commissioner estimates such State needs and will be able to
. use for such year; and the total of such reduction shall be similary
realloted among the States whose proportionate amomnts were not
.so reduced. Any amounts reallotted to a State Gnder this subsection
during a year from funds appropriated pursuant to section 201 shall

be deemed part of its allotment under section (a) for such year.

« (20 U.8.C. 822) Enacted April 11, 1965, P.L. 80-10, Title II. sec. 202, 70 Stat.
36 amended Nov. 3. 1966, P.I.. 89-750. Title I, see, 122, 80 Stat. 1199; amended
Jan. 2. 1968, L. 90-247. Title 1. sec. 121, 81 Stat, 788; amended April 13, 1979,
> 1.. 01-230. Title I. sec. 121(b), 8¢ Stat. 130: amended June 23, 1972, P.L,
92-318, sec. 421(b) (1) (A), 86 Stat. 341; amended Angust 21, 1974, P.L. 93-380,
sec, 102(b), 88 Stat. 502, . :

STATE PLANS

Skc. 203 (a) Any State which desires to receive grants under this
title shall submit to the Commissioner a State plan. inysuch detail as
the Commissioner deéins necessary, which— .

(1) designates . State agency which shall. either directly or
through arrangements with other State or loeal public agencies,
act as the sole agency for adminjstration of the State plan;

(2) sets forth a program under which funds.paid to the State
from its allotment under sectian 202 will be expended solely for
(A) acquisition of library resources (which for the purposes of
this title means books, periodicals, docyments, audio-visual mate-
rials, and oth ¢ related library waterials), texthooks, and other
printed and published instrictional maferials for the use of
children aud teachers in public and private elementary an
secondary schools in the State. and (B) administration of ﬂé“’

~ State plan. including (i) the developmertt and revision of stand-

ards relating to library resourecs. textbooks, and r printed and
published instrnctional mateiials furnished for the use of children
and teachers in the public elémentary and secondayy schools of

. Q- s
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the State, and (ii) the distribution and control by a local educa-
tional agency of such library resourcts, textbooks, and other 1n-

structional materizls in carrying out such State plan for the use of

children and teachers in schools referred to inl clause (A), except
that the amount used for administration of the State plan for any
fiscal year shall not exceed an amount equal to § per centum of
the amount paid to the State under thistitle for that year or
$50,000, whicﬁever is greater; -

(3) s:ts forth the criteria.to be used in allocating’ library

resources, textbouks, and other printed wnd publishe instruc-
tional materials provided under this title among the children and
teachers of the State, which criteria shall— | -
(A) take into consideration the relative need, as determined
_ from time to time, of the children and teachers of the St.%
for such library resources, textbooks, or other instructional
nmaterials, : s -
(B) provide assurance that to the extent congistent with
law such library resources, textbooks, and other insttuctional
materials will be provided on an equitable basis for the use
of children and teachers in private &ementary ind secondary
schools in the State which comply with the compulfory at-
tendance laws of the State or are otherwise recognized by it
through some procedure customarily used in the State,

(C) provide assurance that, in order tg secure the effective.

and efficient use of Federal funds, there will be appropriate
coordination at both State and local levels between'the pro-
gram carried out under this title with respect to library re-
sources and the program (if any) carried out un%r the
Lilirary Services an(f Construction Act (20 U.S.C. ch. 16),
anc .

(D) provide assurance that equal consideration shall be
%r_lven to the needs of elementary and secondary schools for
ibrary resources, textbooks, and other printed and published

materials utilized for instruction, orientation, or guidance

*and counseling in occupational education. e
(4) sets forth the criteria to be used in selecting the library
- resources, textbooks, and other instructional materials to be pro-
vided under this title and for determining thesproportiong of the
. . State’s allotment Tor each fiseal year which will be expeﬁ%ed for
~liprary resources,, texthooks, and other printed and published
instructional materials, respectively, and the terms by whi¢h such
library resources, textbooks, and other ingtructional materitls will
be made available for the use of children aad teachers in the
schools of the State; oo ’
(5) sets forth policjes and procedures designed to assure that
Federal funds made available under this titie ¥or any fiscal year

will be so used a§ to supplement and, to the. extent practical,’

increase the level 6f State. Jocal, and private school funds that

would in the absence of such Federal funds be made available for

library resonrces, textbooks, and other printed and published

instructional materigls, and in nio case supplant such State, local,
and private school funds;

N o Y.
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PREFACE

The follovwing case study is one in a series of five dealing with
innovation in education. All the studies are aescriptive in nature and,
as the work or [ive different authors writing in ineir personal capac-
ity, they represent five quite indiviaucl syntlicses and interpretations
of vast amounts of info.mation, Yet th: confusion that might be expecte
from this method does not result., Vhat emerges from these studies is
instead a reasonably coherent statement of educational responses to the
post-war gemanas of many more people for more and better education,

Pernaps it is not remarkavle that the demands have been exerted
so consistently on such a variety of nations, nor that the response to
them nas for tine most part been so quick and positive. The nations
examined in this book are remarkably similar in that all have a long

and honourable tradition of public education, an industrialised economy

and a high standard of living. At first glance it even appears that
their solutions to the problems posed by recent educational demands
are unusually similar: structural reform, curricular reform, compen-
satory and/or individualised learning systems = examples of each are
easy to find in any setting. Yet a closer reading of the five case
studies reveals wide and interesting variations: in priorities, in
perceived solutions, in strategies evolved or developed to implement
then. -

Such variety of course reflects to a large extent differences in
'‘national climate', that peculiar combination of values, objectives,
aims and administrative tradition which, aside from language, makes a
nation distinctive, The explication of these aifferences is thus a
hidden theme of the 1ive case studies taken as a whole, and an under-
standing' of this hidzen theme is necessary to illuminate the more
obvious themes of change and growth,

An explanation of tnis point can be found by comparing, even
guperficially, Scandinavian countiries such as Norway and .weden on the
one hand and the United JStates of America on the other. At least from
the viewpoint of the outside observer, liorway and Sweden have much in
common, Both relatively small in terms of population, tiiey can also
claim a remarkably unifie ocial ana value structure. Furthermore,
their style - if such a/feneralisation can ve made - seems to be to
have a clear idea of ggals and then to set about methodically reaching
them. This process igr"aided by the existence of strong central govern-
ments wnich are apde to plan and to lesgislate with a reasonably clear
assurance tnat wfat they propose will be achieved. Thus there exists
in Norway the :fitioral Council for Innovation in <ducation whose
mandate it is make reality of reform laws passed by the central
Parliament, The Warliament, concerned in recent years with "large
questions of the role of sgcrools in Society”, and sure enough of its
constituency, has concerned itself largely with structural reform and
new curricula - on a2 national ccale. '

d




The situation in the United utates is quite different, even if
the question of relative size of total population is ignored. The
American federal government is based on a system of ‘checks and balances
so fine that it is often hard to determine either the source of impetus
or its ultimate manifestation, The situation is further complicated by
the well-protected existence of states' rights - particularly the con~
trol of education ~ and, once the issue of taxation is raised, by muni-
cipal and regional claims as well. Perhaps more important, the rich
diversity of the American population inevitably means conflicting social
and ethnic interests, values, and views of national priorities. The past
decade of Ameridan life has indeed been one of fast-changing goals and
objectives and ofé%assive social upheaval. Much of the upheaval has
connected itself education and made demands accordingly: in the light
of this ‘political and ‘social background, it is not surprising that
American education responded by producing such a variety of innovations
in evéry area and at every level that the final array can be quite be~
wildering, whilst at the same time providing a vast reservoir of exper=-
ience for others.

England and the Federal Republic of Germany likewise provide differ-
ences quite distinctly their own. Writing of her own country's approach

to recent educational change, the author of the English case study notes

" ... the English style is distinctive. You can seize on it
instantly. There is no acceptance of common objectives, except
in the most general sense wnich inspired the last major education
act: the need to widen opportunities and eliminate the povertiy
both of,individual children and of the public provision of
education, (1) There is no national plan for education, no law
which specifies where development is necessary as in some OECD

_countries. There is almost no theory.. The point is characteris-
"tically made in a recent major ort on education (2): 'We
invited the help of a number of distinguished educationists and
professors of educatienal philosophy ... They all confirmed the
view that general statements of aims were of limited value and
that a pragmatic approach to education was likely to be more -
fruitful.'”

The reference to "two decades of non-reform" in German education,
& phrase coined by Professor S.B. Robinsohn, is slowly becoming eroded,
especially durinz the last two years, which have been marked by funda-
mental éhanges in many parts of the school system. With increasing.
co-operation between the L#nder and with the initiatives of the new
Ministry for Education and Science, the need for a more systematic
approach to educ:tional reform, and especially to educational experi-
mentation, seems more important in Germany today than in many other
countries.

Despite these differences in background and style, the five country
studies do show onz overriding problem in common: the need to change and
improve their educational systems, Furthermore, as their experience
increases, they all face the reality that explicit measures to facilitate
the management of educational change are necessary,-that innovation and
improvement cannot be haphazardly left to chance.

5




, "Rapid advance in education research, development and attual
instructional innovation will be impossible until a pattern of order
and effective co-operation is established among school districts, state
school offices, universities and federal funding agencies. Although
many excellent things are now being done, a survey of the nation as a .
whole would show a discouraging lack of systematic effort and a waste

of time, energy, and resourcqs."

Committee for Economic Development, 1968,

"ess fundamentally the public schocls have not changed to meet
this rapidly changing society. This is particularly true of public
school_systeéms in large cities. I say this with full knowledge of the
muny, many innovative devices, procedures and concepts which.have been
introduced into the public schools of large cities by forward~looking
and dedicated staff members. But I repeat, the general pattern of the
public ‘school has not changed to meet a vastly changing society,.,"

Bernard Donovan, Superintendent of Schools, New York City, 1967.

-

"The changes reported by California school districts indicate that
a revolution is taking place, characterized by increased specialization
of assignment of teachers, the development of specific instructional -
programs for groups of students with-identifiable special characteris-
tics, and applications of new technology." C

Donald Johnson, Administrative Consultant, Bureau of National Defense,
Education Act Administration, Department of Education, State of
_.California, 1963,

.
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I. SOURCES OF PRESSURE FOR INNOVATION

Educational innovation is only a small part of educational change -
that part which consists of technical or social inventions deliberately
- implemented, Rapid educational change in the United States during the
last two decades has brought strong pressures for innovation. There has
been an accelerating democratization of higher schooling. High school
graduation, formerly the privilege of a minority, has bLecome the pre-
rogative of the majority and the norm as well, so that those who do not
complete high school are now stigmatized as "dropouts".® They are
supposedly unemployable in a post-industrial occupational structure
which has an increasing proportion of professional, technical and white
collar jobs and declining proportion of blue collar jobs,¥*

The fastest growing part of the educational hierarchy in the
United States, however, has been the colleges and universities. Elemen-
tary and secondary education, which absorbed the postwar baby boom, ;
increased their enrolments by 37 per cent during 1955-65, while enrol-
ments in higher education doubled in the same decade. Over half of all
high school graduates now zo on to college. AS a result, the demand
for academic preparation in high school has sharply increased. This
enlarged demand for college-preparatory courses and pressure for aca-
demic up-grading led to the famous curricular innovations of the
fifties and sixties in the high schools. Intense competition for college
entry put the universities into a position of great influence over the
nigh school curriculum. 4cademic high school texts, which were written
by professors of education in the heyday of the mass terminal high
school, are being rewritten by eminent university professors in the new

* . "If we look at fifth grade cohorts from 1920 through the present,
and if we plot the dropout rate for each year, we obtzain a rather
smooth curve that shows a decline from about 80 per cent high school
withdrawal in 1920 to abcut 40 per cent in 1960 ... voluntary with-
drawal has declined from about 7¢ per cent in 1920 to about 25 per
cent in 1960",(1)

¥% w ... there is an evident occupational handicap involved in dropping

out, but the handicap of ... being nonwhite is far greater. About

12 per cent of the white dropouts were unemployed among those who

had a few years to secure work; but nearly 18 per cent of nonwhite

graduates in the same age group remained unemployed". Ibid.,p.8.

Saleem & killer also found in Syracuse that high school graduation

made a difference in the employment prospects of middle class students

but not in those of working class students. This suggests that even
when they are high school graduates, students frowm working class

homes look for blue collar jobs, and that high school graduation is

not relevant to obtaining these.(2)

7




age of mass college preparation. The new academic high school curricula,
more advanced than those they replace, have been introduced mainly into
upper-middle class suburban high schools which send their talented grad-~
uates to prestige colleges. Toward the other end of the academic talent
continuum, high schools which must "hold" and make suitable provision
for the youngsters least adept at school work are in difficulty. lLittle
innovative energy has been directed to their problems.

The democratization of schooling is also a facet of our traumatic
national struggle to incorporate American Negroes into an urban, indus=
trial class structure with its characteristic pattern of upward mobility.
The 0ld southern agricultural economy based on the Negroes' cheap labour
has disappeared. Disappearing along with it is the repressive caste sys-
tem which kept labour cheap by holding the blacks "in their place" =
that is, in a lower caste with no chance to win wealth, honour and power
through occupational achievement. Part and parcel of the caste system
was the denial to Negroes of an education in any way c0mparable to the
public education offered to whites,

-

'With the rural South no longer offering them a livelihood, Negroes
have been migrating from country to city, and from the South to the
North and West. Only a little over 50 per cent of United States Negroes
now llve in the South. They are distributed between rural and metrOpoll-
tan regions like the white p0pulat10n, but within metropolitan regions
they are far more concentrated in the central cities than are whites,
This i8 especially true of the largest metropolitan regions.

While de facto residential segregation of the -races is strong, de
facto racial segregation of the schools is stronger still. The popula-
tion of elementary school age is more heavily Negyro. than the population
as a whole, In addition, many whites in central cities attend non-public
schools. seven out of ten of the largest metropolitan regions have cen-

stral cities with public elementary school populations which are more

kkiggn 50 per cent nonwhite and more cities are moving in that direction.

rd J. Logue, former virector of the Boston Redevelopment Authorlty,

has predicted that Boston, whose elementary school population ig at
present 30 per cent nonwhite, will have reached the 50 per cent mark
in five years. Repeatedly in Boston, schools which were sited ﬁo that
they would be racially balanced under Massachnusetts law when planned
(i.e. no more than 50 per cent nonwhite) were ra01ally imbalanced by
the time they were opened a few years later. There is an element of
social class segregation involved which is equally important, Among 16~
and l7-year olds, 14 per cent of the white middle class and 14 per cent
of the white working class now attend non-public schools; 40 per cent
of the Negro middle class and 1 per cent of the Negro working class
attend non-public schools. These figures do not differentiate between
city and suburbs. Whites accomplish most of their social class segrega-
tion by migrating to suburbs where they attend public schools, with a
homogeneously upper middle class clientele. ,

As a result of these trends, the public schools of the central
citiés are becoming heavily populated with working-class and lower-class
nonwhites. This de_facto resegregation has completely overwhelmed de Jjure
desegregation. In New York City in 1954 the Negro and Puerto Rican popu~
lation was 29 per cent of the elementary school population. In 1964 they,
were 50.5 per cent of the total ... While the number of segregated schools
(defined in New York City as more than 90 per cent Negro and Puerto Rlcan)

5
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in 1954 was 7.1 per cent of the schools,

by 1964 they were 25,3 per

cent., The per cent of segregated elementary school buildings more than
tripled while the nonwhite elementary population slightly less than
doubled,(3) The school population in Washington, D.C. is 91 per cent

Negro. Of eleven high schools in the District exa

mined in a study vy

A, Harry Passow, one was 93 per cent

white, one 60 per cent black and

LA SR KOS I

the rest between 84 per cent and 100 per cent black.(4) As of 1966,
almost 80 per cent of all white pupils in the first and twelfth grades
in the United States as a whole attenaed schools from 90 to 100 per
cent white, and 99 per cent attended schools at grade 12 that were 50
per cent or more white, More than 65 per cent of all Negro pupils in
the first grade attended schools that were between 90 and 100 per cent
Negro. And 87 per cent at grade l, and 66 per cent at grade 12, attended
schools that were 50 per cent or more Negro. In the South most students
attend schoels that are 100 per cent white or Negro.(5)

The same forces which have presented the central city public schools
vwith a clientele deriving from the educationally weakest homes in the-
nation have eroded the tax base from which they draw their funds. The
gap between central city and suburban financial resources for education
is growing wider at the very time when cities need a relative strength-
ening of their schools, and at the very time when the demand on them
for edurational "output" is intensifying. This is not true for New York
City which spends $1,000 per pupil - more than some suburbs. But it is
true for the nation as a whole. For a sample of 35 large metropolitan
area suburbs in 1963 the per pupil expenditure was $559.42 in the
suburbs as compared to $414.46 in the cities., In 1957 expenditures per
pupil were approximately the same for cities and suburbs, (6

Inner city public schools are now expected to teach all éf their
pupils to read. Anything less is defined as intolerable fai ire although -
retrospective mythology to the contrary notwithstanding - the public
schools systems of the cities in the 1910s and 20s did not teach all of
the children of immigrants to read., It mattered less then, 'since the
elementary school dropouts of that era could find unskilled jobs which
were acceptable to them,

The gap between rising academic demands and declining results in
the central city public schools is a majo urce of pressure for inno-

vation., The pressure was increased by the repdrt on Eguality of Educa~
tional Opportunity(7) (the Coleman report), published in July, 1966,
which documented the failure of schocls to overcome differences in aca-

-demically relevant skills that white and Negro children bring from home

to their first grade classrooms. The initial differences were predict-
able, given the deficient educational heritage of millions of Hegroes
who have migrated to city school systems from the rural South. Gener-
ations- of under-~education do not produce parents able to train théir
pre-school cnildren to the levels of mastery in spoken language, per-
ceptual discrinmination, and réle-playing wnich well-educated parents
automatically expect and almost unintentionally teach.

The failures of elementary schools to close the cognitive gap gener-
ated by vastly different homes in the first five years of life is not

new; but due t6 the Coleman report it is newly recognized. There is now
an almost desperate search for innovations to help overcome these £apsS.

9

- ]l]l -




] —

Finally, the drift toward nationalization of all American institu-
tions, and increasing federal as opposed to local government power, have
affected education dramatically during the past fifteen years. For one |
thing, there has been an explosion of federal funds for education. In
1950 the United states Office of Education (U.S.0.E.) had a staff of
about 300 and a budget of $40 wmillion. In that year it was charged with
administering a programme of grants to school districts where military
bases and other federal installations were located. In 1953, education
received more prominence in the federal government through the estab-
lishment of the Department of Health, Education and Welfare. In 1954
the Cooperative Research Act was passed. Under tnis act U.S.0.E. funded
research in education on the basis of proposals initiated by academic
and otper professional researchers. In 1957, the National Defense Edu-
cation vt gave U.S,0.E, control over vast grants to secondary and
higher instiftutions to increase the production of scientists, engineers,
and language specialists. (This was the response to Sputnik.) By 1962,
U.S.0.E. had 1,400 employees and an annual budget of $#600 million., In
1963-64, it became the administrator of the Vocational Education Act
and the Higher Education Facilities Act. Title IV of the Civil Rights
Act of 1964 gave the Uffice of Education the power to assist by advice
and money in the desegregation of schools; Title VI of the same law was
an injunction against rederal grants to school districts which practiced
segregation. In 1965, the Congress passed the Elementary and Secondary !
Education Act (E.S.E.n.). Title I of this law granted federal funds to =
school districts where a large proportion of families were below the
"voverty line". Title II of £.,S.BE.A. authorized a five year programme
of grants to states for acquisition of library resources and other
instructional materials. Title 1I1I provided for "supplemantary education
centers and services"; it wag intended to finance the development of
innovative projects..Title V jof E.S.E.A provided a small sum for strength-
ening state departments of education., Under the E.s.E.A, the U,3,0,E. o
solicited and financed propogals for ten Research and Development Centers
and, in addition, a network 9¢f "regional laboratories" for the develop-~
ment and dissemination of edwcational innovations. &

/¥
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This is only a small part of the picture of-drift toward federal
influence in education. The Department of Defense and the Veterans'
Adninistration combined spend more on education than does U,S5.,0.,8. In
addition, the National Science Foundation, the National Aeronautics and
Space Administration, the Department of Agriculture, the Department of
Iabor, the Department of Commerce, the Office of sconomic Opportunity,
the lational Institutes of Health, the Public Health Service, the Atomic
Energy Commission, and the Office of Vocational Rehabilitation are
federal agencies which spend significant amounts on education. In 1962
totzl federal expenditures in this field were somewhere between B2.2
billion and £3.5 billion depending on whose estimates are used.

‘Some degree of national uniformity in education is made necessary
by the geographic mobility of the American people. Regions with low
birth rates and high school expenditures suffer when they must cope with
the immigration of families from regions of high birth rates and low

school expenditures, ) |

Most of the ggg-governmental agencies which influence the contents
of curriculum and standards of performance are national in scope. The big
textbook publishing firms produce for a national market. The well-known
testing agencies have developed achievement and aptitude tests which are
used across the country. Local schogl systems judge their pupils against
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the test norms which are derived from national samples. degional accre-
diting agencies set minimum standards of course offerinzs, faculty
quality, library holdings, and physical facilities which private secon-
dary schools and colleges feel compelled to meet., The national profess-
ional associations of educators and unions of teachers are a force for
uniformity in qualifications and workin: conditions of schoolmen.

The most recent expression of this trend is the work of the Com-
mittee on assessing the Progress of Educution, wWith tunds from founda=-
tions and U.S,€.E., the commitiee is conducting a national survey of
what_schoot-children at every srade level have learned.(8) The plan
wag resisted by officials who dislike the possibility of invidious
comparisons. To meet their objections, the assessment, like the Coleman
survey, will report its findings accordin,” to suth characteristics of
pupils as the regions where they reside, type of <onsunity, age and sex;
but it will not identify school systems., uevertheless it will contribute
to more explicit and influentizl national standards of sciool achievement.:
Groups and areas which are lagging benina. the national average will be
under pressure to catch up - and this will provide another thrust toward
innovation, ' 2

Aﬁ imperding change in the control structure of public education
is the possible break up of the largest school bureaucracies in the
bigeest central cities. These bureaucracies have been acused of failure
to change to meet the neefis of their charging pupil clientele. They are
called excessively large and rigid. They are encumbered with numerous
internal veto powers which make it easy to.stop any initiative but
exceedingly difficult to carry through a positive programme of change.
A numger of aliernatives to the single school system witn a monopoly on
public education in the city have been\suggested. The Bundy report
(cf. Hayor's Advisory Panel, Zeconnection for Learning (3) proposed
decentralization of the New York City public schools: in effect division
of the city into a number of smaller, semi-autonomous school districts.
The U.3.0.4. is promoting "community participztion" in school decision-
making through Title I and Title III of £.S8.E.A. Opinion leaders have
proposed university-controlled schooXs; state-run scnools: vocational
high schools run by private corporztions under contract to the state;
government t.ition grants to parents conbincd wita a' syc*en of competing .
independent schools, and various combinations of these.

Although attention<is &ocussed on the central cities because they
are in a state.of crisis, it snoula be noteu that there exists no good
assessment of the impact of irnovative forces on rural arezs, smaller
cities, and the afiluent metropolitan suburbs, Lower middle class and
blue collar suburba have educational problems very similar to those of
the central cities. Tne last have the finest public séhool systems in
the country, responsive to powerful community demand for "the best" in
education ror their children., They have probably been more receptive to
innovation than any oilher group of public schools, and they nave needed
it least . N !

Innovatiens can be classified for convenience into three types:
(1) innovations in the organizational structure of school systems and
schools; (2) curricular inrovations; and (3) technological inncvations.
riost important by far are the organizational innov.tions. Changes in
curriculum anu the introduction of new technology always require
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accompanying organizational changes, but the fact is sometimes not
recognized. When it is not, innovations in schools which have not been
restructured to accommodate them are resisied, eroded, and finally

/

abandoned.
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‘ II. TYPES OF INNOVATION

Organisational Change

1, Desegregatlon. Under the United States Constitution, control of
educatign 1s reserved to the states, The famous Supreme Court decision
of 1954, Brown v, Board of Bducation, held that state laws requiring
white and Negro children to attend separate schools were unconstitu=~
tional. The decision overthrew the earlier doctrine of Plessy v. )
Ferguson (1896) that "separate but equal" public facilities for the °
two races were permissible, Brown was ngt a sudden reéversal of doctrine
but the culmfnation of many decisions dating back t» 938 in which the
Court had been moving gradually closer to the po ~t public
facilities racially segregated by law were inhe ! .qual,

g the 15 years since Brown many court decisions and some federal

and state laws have clarified and elaborated upon the doctrine. The
Civil Rights Act of 1964 gave the Department of Healith, Jducation and
Welfare (H.E.W.) the power to assist School districts which asked for
help in desegregating and the right to cut off fedeéral funds from
districts which did not desegregate by a certain date; but for political
reabgns HedeWs has used these powers very gingerly. One or two states,

—fér instance, Massachusetts, have outlawed de facto segregation, but the
Massachusetts law has not been enforced. The law was passed with the |
votes of legislators from communities yith virtually no Negro population.
State legislators fror the three cities of Massachusetts which have
large Negro p0pulat10ns - Boston, Sprlngfleld and New Bedford - did not
support it.

In the sout hern states where de jure segregation was the rule, )
there has been a counterp01nt of state olanq to evade the law, followed
by gourt decisions declaring the evasive plans unconstitutional,
followed 1n°turn by still more ingenious evasion and delay.

There is a small brlght side-to the gen-=rally dark picture. Few,
if any, middle~to-large~sized cities in the country are now without
some kind of desegregation or integration plan, however efféective, and
in whatever stage of implementation, Most of these are fairly straight-
forward attemopts to comply with civil richts legislation, but there are
sorme that are going beyond legal injunction to the point where they
might have some effect on education.

Berkeley, California, a city of 120,000 surrounding the main
campus of the University of California, -deserregated its public schools
partly by bussing not just out of the slums,but in both directions.
White children in grades four to six go from Berkeley's middle-and-
upper-class neighbourhoods in the wooded hills near the university to
schools in the flatland Negro sections near th: bay. Tane younger Negro
children are bussed out for Findergarten and third grade classes in the
white areas.(9) In-Boston, over a thousand self-selected Negro children
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re bussed to schools in the suburbs from ..e city's black ghetto;

.the plan is federally finunced. Hartford, Co .mecticut, has a similar
planem

When all *his is said, th. concrete results of Browr, have been
small and slow im comin:. As 2 result of masvive Negro migration to the ‘i
North, where blacks live in segregated neighbournoods, de facto school
sesregaticn has inckeased since 1554, It is against this back.round of \
the failure-of desegregation to be implemented that black militant '
demands for self-segrezation by choice must be understood. -

-

2. Decentralization. Hew York City has 900 schools with a staff of

. ar teachers. A 1966 study of decision-making in the school system
d that power is higaly concentrated in a group of about 30

v .. .arters officials who have low public visibility. The Board of
sducation has the appearance but not the reality of power. Because it
is without a permanent staff, the Board's policy decisions to desegre-
¢ate Hew York City's schools by means of careful site sSelections for /
new school .buildings, school pairin-, bussing; and other means were /
effectively delayed by headquarters staff, who zlonz2. had the expertise
to irplement them, sventuslly an articulate opporition group of white
parents was mobilized ans the Board of Education simply did not carxry
out Atu pledges.(10) \

- Site selsctions can be made so as to try to guarantee a racially
mixed catchment area. School vairing means taling two schools relatively
near to each other, one predominantly white and tae other predominantly
black, and putting all of the children of certain grades, say K tarough
%, into one of ' them, and 2ll the older children into the other. The
school bus is a well-known American institution used to transport rural,
children to distant schools. It i now used tc bus Nesro children to
scrool in thne suburbs or on occasion to other sections of the city. What
is signifigantly called "reverse buscing" means bussing white children
out of their neisnbourhoods to schools elsewhere, usually into less
"affluent ngighbourhoods. The spectre of "reverse bussins" is almost
¢ always enoirh'to arouse fiocrce opposition in the white community. It

has cftun been used as o red flag to prevent any desegregation plans

from gaining support.

! .
A serious difficulty of the liew York City school system is that
it receives an unju.tly sm2ll share' of state aid. This is true of most
§ 4 urban school systems and has to do witlh rural over-representation in
United States state lepislatures, Under the New York State formula, the
city would receive mors state aid for education i the five boroughs
had separate cchool syctems. The rTormula depends on calculations of land
. values wrich constitute the community's tax base. llanhattan land values
are %o nich as to put the ity as 4 whole at a disadvantage. If The
bronx, Hichucud, Queens and Brooklyn were treated separately, the city
would receive B10C million more in state nid under the* present formula.
s, .
.~ It vas tuis fact snich first lea New York City to seex t0 decen-
tralize i*. scrnooll tycteni. sithout reviewin, the entire history ol the
+ quest.orn here, the state griacred kayor Lindsay to nave a panel study
the guaoticn aau present plan for decentrulizaticn. The hayor's
Advisory Panel, headed by l.cGecrje Jundy, issued a report on 9th November,
_ 1967 detuzilin: a decentirglization plan. At the same time the Ford
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Foundationt also headed by Bundy, gave funds to three local school
boards - two of them in black communities - to strengthen their
activities, .

The so-called Bundy plan and Mayor Lindsay's proposals for radical
decentralization of the school system were opposed by the Board of
Bducation and the United Fedemation of Teachers (U.F.T.). The U.F.T.
velieved its contractual sains from the city would be endangered if
decentralixation compelled it to negotiate contracts with newly-
constituted school boards, For similar reasons, the teachers' unions
in most large cities have a vested interest in retaining the present
centralized' control structure. The New York U.F.T. also believed that
the interim decentralization plan - under which ¥he Ford-funded districts
were functioning = did not adequately protect the job security of

N teachers in those districts. The districts felt just as strongly “that

the plan fell far short of the total "community control" they wanted.
Durin:; the scnool year 1968-69 the union and the districts were locked

in intense conflict over alleged violations by the districts of teachers!
rights. The city suffered three teachers' strikes. School was closed
almost continuously from September to mid=-Novemiber. Tension between the
predominantly white, and Jewish, union and the black districts spilled
over to spread ethnic tension throughout the city. In late sprinz the
state legislature passed a decontralization law much weaker than.the
Bundy proposals, ani one under which the three "Ford" districts wouwld — . — — -
be abolished. It was a clear victory for the union. In the meantime,
however, education in the city had several times been broucht to the
brink of chaos, not only by the strikes, but by student-organised
disruptions in many high schools. The events accelerated the movement
of the middle-class - both black and white - out of the public schools.

3. Community Control. A more extreme substitute for the big city school
system than decentralized districts is community control of the schools.
This means breaking up the eristing bureaucracy into smaller school
systems based on residential communities which, by implication, are
ethnically homogeneous. The system would be subject only to state law,
free Of any city-wide controls, and would be run with active partici~
pation of the laity.

To a large extent the coummunity control movement grows out of the
black power demand for black control of all ghetto institutions, It
also draws on experience with the Johnson war on poverty which provided
for "maximum feasible participation" of the poor in administration of
federal anti-poverty funds in their neighbourhoods. The ZIconomic
Opportunity ..ct crcated hundreds of organisations in inner-city neich-
bourhoods under the "moximum feasible participation" provision, giving
experience in orguanisin:g in dealing with government, and in the uses
of' soliticul pressure to thousands of previonsly inexperienced men and
women. Many in the community control movewent are veterans of the anti-
poverty war.

Community control is strongest in Wew York City where it is tied
to black power. In Boston that tie i less exclusive. There, a more
nuted movement has becn set in motion partly by Title I and Title III
funds. Under Title III, community zroups have been formed by an office
of th: Boston Scnool Departrent to help plan innovative new schools
for taeir areas. Title III has also financed a parent-tFucher school
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advisory group in the black community. Once formed, the groups do not
remain docilely within the bounds envisioned by their sponsors. They
press for movement from advisory to policy-making status. This pattern
is repeated in many Amgrican cities.

From a Buropean perspective, lay participation in control of the
schools is precisely an American distinction, so that community rcontrol
may seem less of an innovation than an extension of existing arrange-
~ents. From an American perspecti-e, community control of the schools”
is part of 2 larger social movement toward revival of the small
comnunity - anti-bureaucratic, dedicated to curing the alienation
gensrated by a society ol gigantic orgsnisations. At the same time,
community control would vest new power over their schools in urban
neignbourhoods.,

Although br0gﬁ/political and social motivations and narrover
educational ones are intermingled in the movement, the political goals
are dominant. Furtinermore, the arzument that community control would
improve education rests on rather weak grounds. For one thing, it is a
segregationist position of a now kind. The black comuunities want to
staff their schools with blacl teachers and administrators who, they
clain, would instil pride and a sense of power in the children, thereby
improving their academic performance. The fact that the segregated
black schools of the -Bouth ware usually staffed by blacks has no
relevance, since self-segregation by choice is psychologically at the
opposite pole from imposed segregation.

. The argument has plausibility out there is no firm evidence for

or against it. Part of the difficulty in predicting outcomes arises

from the fact that one cannot substitute equivalently qualified black
teachers for “hites. Coleman reported thct, on the average, the blacks
nov licensed to teach, or in training as teachers, have verbal abilities
and academic backgrounds inferior to the average of white teachers. (11)

. Whegher they would have more favourable attitudes toward black pupils

and’ these would more than compensate ror academic deficiencies, no one
can say. Middle class black teachers do not always nave favourable
attitudes toward lower class black pupils.

In white ethnic minority neighbournoods, community control is
sometimes an old-style anti-black segregationism in thin disguise.
where desegregation could only occur by transporting children out of
their communities to school, comrunity control negates this possibility.
The liberal instigators of community control are often discomforted to
find somé of their supporters believe it will rescue their childrem from
the neéessity of attending even high school with black students. Iron-
ically echoing the black militants, white ethnic groups talk of the need
for their own community high schoocls to preserve their cultural identity.

One argument for the edcationzl benefits of commﬁhity control is
that parental involvement in the school improves childrens' academic
motivation. Therc is empiricul evidence for this belief. yhat is not
clear, however, is whether community-based small school systems can
sustain parental participation any better than large schqol systems.,
Once tne excitement of the movement is past, there is little reason to
believe that the level of varental involvement would be fuch greater
than it is now. N
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4, The Community School. Related to the ideas of decentrazlization and
parent partiéipation but somewhat distinct is the concept of the
"community school", This school is supposed to serve not only children,
but all members of the community on a l4-hour-a-day, six-days-a-week,
year-round basis. The school building or complex of buildings is con-
ceived as housing many services in addition to schooling. Tney include
recreational facilities, meeting facilities, cultural facilities and
social, informational and health services. In Boston, urban renewal
plans for residential and commercial building are closely tied to plans
for community schools. For instance, a planned Secondary zducation
Complex for 5,000 students, to be located in the Negro neighbourhood of
Rovbury, 1ncludes commercial services such as movie tneatres and
restaurants and some housing for faculty. The planned new Quincy Elementary
School building also includes commercial and community services as well
as private apartments.

¥ This kKind of planned environment is intended to encourage the flow
of daily activity in close proximity to the school and to make the use
of the school building by adults in the community both convenient and
natural, In this way, it is hoped that the isolation of the school from
~ the community will ke overcome and community rarticipation in school
decision-making encouraged.

However, in many cases there seems to be no clear idea whether

what is wanted is a school with deep ties to its local neignbourhood,

or a school which will draw both its pupils and participating adults
from throushout the city and beyond. The Secoéndary kducation Complex

in Boston, for 1nstance, i- called a "magnet school". One of its aims

is to have a Dupll composition yhich will be representative of the
entire city, socio-economically and racially. If that is to be the case,
the school will have to draw puplls from bey-nd the local neighbourhood.
Its "community" cannot be the neignbourhood but must be the total group
of families it serves. In Hassachusetts, the communifty school idea is
cormplicated by the stzte's Racial Imbalance Law which requires that no
scii00l be more than 50 per cent nonwhite. In very many cases that would
rean that punlls must be drawn froz outside the local neighbourhood.

How this kind of recruitment meshes with the idea of local participation
in decision-making is not clear. The almost contradictory combination

f the "community school" with the "magnet school" overlooks the fact
that some working-class and ethnic groups form genuine neishbourhood
communities. Yhile tris might facilitate identificaticn with a community
scnool, it is not compatible with amiable acceptance of outsiders.
Alread, the parent planning sroup of one new school in Boston's black
ghetto has protested the reservation of glaces in the scnool for white
students from outside the neighbourhood.

5« 3chool-University coaliticns. The City University of New York has
suggested that its College of EZducation should run an elementary school
in Harlem both a2s a trainine round for teachers and an exemplary school.
The propos2l has not been implemented. Such a plan was carried out by
the Adams and HMorgan alemenuary Scnools in the District of Columbia and
the Antioch College-? utneJ Graduat: School of <ducation. Tne Antioch-
a“poxnted DerCtOT of that ,roject published an article detailing its

difriculties which ended in Antioch's withdrawal. The project staff
provided by Antioch was irexp-rienced in elementary school organisation
and curriculum and was hampered by time pressure.(12)
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In the Boston lietropolitan Area - though plannin~ documents speak
glowingly o' drawing on the resources of the great universities - these
private universities have so far contributed relatively little to inmer
city school innovation. Traditionally, the Boston schools draw their i
teacliing staff frow the stzte colleges and a small sroup of Catholic \
colleges. The private universities' schools of educaticn have supplied
teachers for the suburbs: While ever, one of the private universities |
is dirvelved in one or more of Boston's innovative projects, these
projects, usually federally financed, are gen¢rally underfunded, and
understaffed, and like the Antioch project, suffer from lack of
experience of the university perconnel with inner city schools. The
orientation of these schools or educ:tion has been, until recently,
almost ezclusively to the children of the middle clasres, The teachers
they train and the instruction2l innovations they purvey have worked
in the suburbs but have had ttle testins in the ghettos. It is not,
at 2ll clear that a simple t#ensfer of suburban styles of instruction
to the ghetto will serve. The teacher training institutions have a
good deal of experimenting to do before they will know how to make
s netto schools .excellent. There is also the financial problem to be
solved. Suburban school systems not only offer teachers the pleasant
prospect or "success" with ciildren who are destined to be education-
ally successful anyway, they pay more ac well, and so atiract the
superior teachers. reversing t..is trend is largely a question of salaries
but also involves creatin; an atmosphere of professional challenge for

‘ teachers in city schools. The leadins teacher-training instituticns
\ would seem best able to create an atmocphere of this sort on a demon-
straticn basis. Yet there are few instances so far where they nave done

\\it .

6> Zducation of "iHard-Core Unerployables" by Private Industry. There
are numerous efforts of this kind, most of them funded by the federal

~overnment and encouraged by tke National Alliance of Businessiuen.

{Some large companiss, for instznce General kotors, finance their
prograrmes themselvess. In general the companics [ind that training
"hardcore unemployables" (men from poverty groups) costs $2,500 to
$3,000 per person, much more than ths usual on-the-=job training costs.
In addition %o remedizl aritimetic and Znxlish, rmost of the companies
find toey must train the mern in "work hubits" - like arriving on time,
and not being frequently absent, Sometimes people fzil to recort for

the job because, not being able to read, they car.'t find wnich bus to
{nke, "Chrysler found ... only one in five owned an alarm clock, because
they nad nover needed to be any place at any partitular time",(13) (For
a cood account of the reasons for absence oI "work habits" among-lower
class Necro men, see Lisbow.(1l2)) Companies have voried in their reports
07 success. Chrysler re.orted more success than it nad hoped for,
squitable Life, much less. Success seems to depend on acceptance of the
fact that the investment must dbe hich, training groups muct be s:-all,
the amount of special counselliag and help in overcoming educational
deficiences must be large, and there must be a uaranteed prospect of

a good job with a future if the trainee is Joiag to stick with a course
of study wiich is very difficult for him.

7. Team Teaching, Non-Gradi Plexibl:s: Scheduling. In a series of
books published by tie Indiana Univeysivy Fress, cach o1 the three
above-mentioned innovations is described as & "bold new venture'. They
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are, nonetheless, a lorical extension of the well-known trends of -
progr:ssive education and are very mucn in the non-wutnoritarian child-
raising tradition. They are treated torether here because in practice
they are linked. » school may begin by non-grading without inaugurating
team teacniag, but the process involves a collabor:ticn among teachers

hich is quite different from what follows from the "self-enclosed
classroom!'s In effect, it is a xind of team teaching. Similarly team
teacning may be the first innovation, but usually its objective is to
facilitate "indiyidualized instruction” the major form of which is
non~grading.

One mizht use the spatial orgznisation of the non-graded school
as a way of describin; its charactsristics, If it is a secondary school,
it may accom@od:te as many as 5,000 students, but it is explicitly |
struciured to\ have the advantages of both large-scale and small-scale
organisation,.\.. five-thousand-student nigh school is likely to he
divided into Houses of about 1,250 students each, and each house is
further subdiviided into "resource units" ingluding 250 students, 15
teachers, ana five other staff members. zZach house has ifs own master
and con:iderable autonomy. Ideally, students identily with their houses
and it is hoped that they have a personzl relationship with every member
ot their resource unit. srchitecturally, the resource unit ("pod") is
the basic buildin;: block of the school. It consists of 2 number of rooms
idith movabvle walls /rouped around a center which contains curiricular
materialc, teachers' offices, individual carrels (perhaps equigped with
television sets or couputer consoles) and areas for smell group\work.
The ceater alsc conttins & library of books, film loops, video twpes,
audio~tapes and records. The resource units theaselves are groupel
around some central aduinistrative frcilities of the ilouse and possibly
a larger library used by the :iouse as a whole, and the Houses, in turn,
are grouped arouna a few major facilities used by the school as & whole:
its administretive center; its data-vrocessing center; its health center;
its major cultural-~recreationazl center vith auditoriums, swimming pools
and gymnasiums. The classrooms in the resource unit can be changed in
size for either small or large-group instruction because the walls are
movable. Jome critics feel this is undesirable and thot the school
should have rooms desijned e clusively for larpge :roup instructicn,
vhere 211 electronic equipment is at fingertip coiitrol of the teacher;
rooms desisn-d exclucively for small seminars; and multi-purpose rooms
where small groups ana individuzls can simultanzously use self-
instructiornal materials and pursue independent study projeccts.

The school is on a f{lexible schedule usually knoun as a modular
schedule, It divides time up into modules of thirty minutes which can :
be combined into longer periods as desired. The teaching team,decides
on variocus time combinuations for differsnt units of Instriction,, 4
given lev:l of social studies niay meet in a large sroup once a week
for an hour; in small discussion groups twice for 30 minutes; and then
have an nour of scneduled independent study. The sciool may cycle its
schedule every weeik or every siz days or every three dayg, 'or in any
way that seems desirable. It is the dorputer thut .akes this flexibility
pos:sible. Given the prescriptions of the faculty for time schedules of
courses, the course elections of the gtudents, and the spaces available,
the computer matcacs peeple, opace ond “ime o timally and expeditiously.

"IndiFlexS (Individualized Flexible ucheduling) calls for teaching
teams ... the small and large groups with independent study patterns can

. f‘(3~
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be used without team teaching, but the advantages of team teaching to
both students and teachers make its use judicious. Teams of teacChers
can be organized in a variety of ways ... all teachers of one subject
area who teach the same course may be members of a team. An alternate
method ... is by blocks of students, In thnis method teachers of several
disciplines who have a common sroup of students are on a team".(15)

$till another kind o. team differentiation is a hierarchy of
skill and authority. A teaching team is made up of a Team Leader who
is a master teacher and a trainer of teachers, a few Associate Teachers,
a few teaching interns, and several para-professionals who do secretarial
work, help with discipline and housekeeping, and possibly with some
teaching and student counselling. In some cases it has been proposed
that the para-professionals should be on a ladder toward a professional
degree involving more practical and less academic work than the typical
education degree. This is meant to speed up the professional qualifi-
cation of Negroes who are found, in the field, to have the capacity to
teach although they may not have the academic certifications. Attached
to the team, too, will be educational specialists, like reading con-
sultants, and guidance counsellors, in effect the whole array of staff
types now available to schocls plus some new Ones, e.g. computer
programming specialictse.

The hierarchical aspect of the team is emphasized in recent
proposals for change in teacher preparation (Massachussetts Advisory
Council on Education.(16)) The teaching career is to be made more
attractive by giving it several promotional steps, in contrast to the
present situation where a teacher is usually on probation for a few
years and then receives tenure. Once tenure is received no increase in
prestige or responsibility is possible without leaving teaching for an
administrative post. The new teaching career would have stages: studént
teacher; teaching intern; associate teacher; master teacher and team
leader. There would also be options for many kinds of educational
specialties. It would be possible for* a teacher to gain increases in
pay,. prestige and responsibility according to merit while renaining a
clagsroom teacher and trainer of teachers. -

™he abstract, prescriptive books which have been written about
these innovations are not so illuminating as the few case studies which
have been published. One such book is an account of the first year of
non-grading in an elementary school. Old Bethpage School is in Plainview,
Long Island, a community a little above the national median in income,
population 33,000, mainly Jewish and Catholic and described by the
autnors (the principal and vice-principal of the school) as "very
supportive of education and innovation." The school had 440 K-3 students
who were’ the candidates for non-grading. They were grouped into 12
reading levels, four of them "reading readiness" levels. Seventeen
interage classes were composed, each consisting of pupils covering a
range of no more than three adjacent reading levels. (17)

There are several points to be noted here. Old Bethpage is in a
traditional school building. There were ostensibly no teaching teams
but in effect, there was continuous counsultation among.staff teaching
the same reading levels. There was homogeneous ability grouping, a way
of structuring classes which research has not shown to have any
particular merit when practiced in a graded school. Children originally”

~ wWere not grouped by age. A reading leavel group in a ¢lassroom contained
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children differing in age by as much as two and a half years, This
last feature, however, did not survive the first faculty meeting. The
teachers, according to their principal, "panicked" at the thought of
no age-grading.

Thirty-one of the 440 youngsters were not grouped by reading ?
level. They had special problems, mainly emotional, and were therefore
matched with the teacher whose personality was best suited to handling
them. .

The mental health aspects of nori-grading loom very large in this
case study. The teachers learned not to place immature and physically
underdeveloped youngsters with bigger, more mature ones, even if they
were up to their level academically, because, they said, this was hard
on the younger children's egos. On the other hand, the secure, bright
youngster did profit from being placed with older children who were
academic equals. Although the school used no programmed instruction,
it incorporated part of the philosophy of progremmning: that every child
should be placed in such a way that he would nearly always experience
academic success and not failure, -

After an initial period in which children were shifted a good deal
, from group to group, the teachers changed their tactics and began
"individualizing" instriction.

A very detailed diagnosis of possible sources of reading diffi-
culty was made for all "slow learners". There was careful testing for
perceptual problems. Some youngsters had tele-binocular problems. Some
had poor eye-hand-co-ordination. Some had poor auditory discrimination.
Some had poor left-to-right eye movement, Some had poor -small muscle
control, Wherever a deficiency was found, ‘a programme was devised to
help the child. Each child had administered to him individually, by
his teacher, a Reading Inventory to test a variety of subskills which
€0 into reading. Sometimes these identified particular difficulties
that needed work: "Irma needed exercises in final consonant sounds,
structural eléments and vowel sounds, The reading consultant spent an
hour a week with her on this and gave the teacher a ... program to
use the rest of the week ... Arnold has not been able to learn to read
by the phonics approach. A complete experience approach should be tried
with him. Short interesting stories should be read to him, and he should
dictate these back to the teacher in his own words. The teacher will
write them for him to copy. He should then take them home to read and
bring them back to class to re-read. The kinesthetic approach should
also be used with this child ...". :

[

Every slow learner in the school received a tailormade programme
within his level, and all but two succeeded well within their levels
by the end of the year.

Mathematics at Old Bethpage was also taught in ten levels.
Children were not necessarily on equivalent levels for maths and
reading, though nothing is said in the book about their shifting class-
rooms. Apparently they merely shifted groups within the classroom which
suggests, as would be expected, that maths 'and reading levels were
closely correlated.
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Another aspect of individualisation in 0ld éethpage was pacing.
Seme children were expected to finish primary school in two years and
some were expected to stay for four. Since changes of level occurred
all year long, and since the podicy was not to let a child who stayed
feor a fourth year repeat any of the curricular material he had worked
with previously, it was felt that the differences in length of time
spent at given levels were less conspicuous than non-promotion in the
graded school, and therefore less traumatic to the children.

Another developuent during the course of the year was independent
study. "There were corners with specimens, microscopes, books,
magnifying glasses, etc., for work on science problems. There were
sections of the room set up with paints, clay and crafts materials.
Still other centers housed mathematical manipulative materials ‘and
play materials for encouraging individual work in mathematics ..o It
was necessary that children learn how to pursue this type of learning
on their own. This problem-solving training took much time and effort
on a teacher's part ... We became more and more accustoméd to seeing
two or three children working ... on some nroject they had selected
from the many the teacher had suggested ... None of the ideas offered
to the teachers or by the teachers for independent study ... was earth
shatteringly original ... the need for the brizht child to work, think,
plan and create occasionally on his own part of the time was ...
recognized, (Emphases added.) .

During the first year, the principals failed to persuade teachers
of the need to keep detailed records of chiidren's progress. "The
non-graded school requires a very definitive method for the identifi=-
cation and inventorying of a pupil's achievements. It requires a know-
ledge and specificity about a child which was not somehow necessary
under the graded situation. Teachers must know exactly what skills a
child has mastered in each curricular area before he can proceed from
one sequential level to the next. This implies three prerequisites: the
identification of a pupil's achievement at each level; the organization
of each curriculararea into levels of achievement with appropriate
jdentification of exact skills at each level; a system for recording
each.pupil's progress within each level." The principals said that in
maths and reading they met the first two re,uirements but not the third.

All of these aspects of the 0ld Bethpage programme and some others
are found in Boston's non-graded primary programme called the Individual
Progress Plan (I.P.P.) There exists a list of over 300 separate i
"language arts" skills in nine areas, sequentially arranged in each
area. There are also a short pre-and post-test for every skill, so that
teachers can determine when a child has presumably mastered it. Teachers
in I.P.P. keep progress charts showing exactly whicl skills each child
has "mactered" and when the test was administered. (Regressiod in skill
mastery occurs.

An in-service training workshop for new I.P.P. teachers held in

" the summer of 1968 emphasized that pooling ideas, materials and every

other kind of resource is an absolute necessity for survival in I.P.2.
So much material is needed by each teacher that none can afford to
"hoard" anything in "her" closet for "her" levels. As teachers devise
works:ueets for skill practice these are placed in a central file.
After a few years the school has accumulated a file of worksheets for
every skill, tested and shown to work for their pupilks. !
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" (Emphasis added.

The sheer amount of local curriculum-writing, and test-creating
which the teachers initiating a non-graded programme find it necessary
to do 1s a new aspect of the teacher's role. Despite the new technology
for presenting curriculum material, and despite the materials on the
market geared to these new machines, teachers do not necessarily find
exactly what they need when they need it. Then they create it them-
selves and reproduce. it on the school's copying machine,

The teachers in the non-graded 0ld Bethpage had some problems
with parents. It was hard to "place" one's youngster since he was no
longer in a grade. Report cards were abolished. Instead there were
parent-teacher conferences during which parents were given detailed
information about their child's progress through levels and anecdotal
reports concerning his effort - but no information comparin- his
performance with that of other children. The child was compared only
with himself, However, parents reinterpreted every bit of information
they received in terms of competitive comparisons with other children.
If a youngster was with older children, they immediately assumed-he
would finish primary in two years. Parents pressured the children te
"move up a level", an attitude contradictory to the philosophy of the
programme. (Thc child should move at his own pace.) Nothing is ssid in
the book, unfortunately, about the extent to which the children them-
selves abandoned the competitive peer comparisons which are usually so
much a part 'of the pupil culture.

Hon-grading in high schools means that each student has a pro-

gramre of his own, perhaps unlike that of any other student. In Ridge-

wood High ochool, Illinois, there are no conventional classes. Students

lesrrn in large groups of 60-300; in seminars of 12-16 chaired by a

student with a teacher vresent as a "resource person"; and- in learning
laboratories accommodating 25-45 students, some of whom work individ-

ually and some of whom work in groups of 2 to 4 on a curriculum "unit" ;
of a course. When a unit is comgleted to a student's satisfaction, he X
zoes to a teacher's office to have his work on it evaluated. All i
evaluations are individual and »rivate, Students kecp records:of how
"many curriculum units they have completed. They also keep folders on

their paper:, projects, and products of all kinds with which they are
"satisfied". & Tile of this sort can be used on graduation by students

seeking employment or college admission. f

"In Ridgewood High .school progrrmmed learning is seen, not as an
impersonal, machine-centered process, but as a nighly personal learning
how-to=learn process. The student, as he learns how to learn, must be
taught to plan his work carefully, to define his objectives, to exer-
cise his options, to evaluate his progress and to communicate his
experiences to others. The bagic organizational unit -,., i8 not the
class and not the individual t is the work-group usually
of from two to four students who are pursuing a program of instruction-
together, learnins from one another as they do so. The non-graded school
of the future will have learnings teams as well i

{
i

The last statement is supported by the development in Winchester,
las .achusetts, of an eleémentary school based on suall group instruction.
"Dr. Walter Gleason, assistant superintendent for curriculum and
instruction says small groups allow for the 'human processing' and
interaction that every kid needs. The socializing and questioning they
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provide each other is an important part of the learninc process, he
maintains. Though the school has facilities for indilvidual programmed
instruction, Gleason says he has 'mixed emotions' abbut restricting
children's thought patterns to a set of standard respgonses. Though there
are some advantages in reinforcing children after corrazct answers, as
programmed instruction does, kee: in~ the 'kid' in a booth is not the
best,' he says." (Boston Globe, 18th August, page 8-A.

Not only is non-grading a form of small—ﬂroup 1nstruct10n, 1t
usually involves homogeneous ability grouping. This is generally true
vhere levels are used. Occasionally a case appears where the teachers
have deliberately arranged their groups to be heterosgeneous with
respect to ability., 40 the old question of homogeneous vs. heteroseneous
ability grouping reappears in the non-graded school and, having received
no solid answers from research, it is resolved according to prevailing
preferences, ,

The levels system seems to0 be the most common type of non-grading -
now in use in the United States. In a sense, the levels represent a
still more flnely subdivided system of grading. There ic an underlying
assumption that mastery of the subjects which are "non-graded" in this
way occurs in a sequence whose order is somehow inherent in the subject
and the same for every learner. While the child is permitted to proceed
through the sequence at his own page, he is not permitted to change the

order in which material is learned. The sequential steps of skill

mastery for reading.are in some cases so detailed that the result seems
to be more strait-~jacketing for pupils and teachers than the looser,
anmuzl curriculum prescriptions of the old graded system. The assumption
that learning should invariably occur in a certain sequence - an
assumption for which there is no warrant in learning theory - is a
short-coming also of linear programmes in programmed instruction and

of the computer-assisted instruction which employs them.

Whatever structure is used for non-grading, it is clear that it
is not, for the most part, individualised instruction but small group
instruction. And the nature of the process and the owtcomes must depend
very heavily on a combination of several factors. First, there is the
question of pupil/teacher ratio. At the in-service workahop for the
Individugl Progress Plan in Boston, the teachers were constantly told
that individualisation "depends on you". To tailor a programme of work
in "language arts” to the individual needs of each child in a class of
25 would take the teacher 48 hours a day. Presumably the administration
of an individualised programme is eased by the availability of so many
materials of different kinds which children can work with by themselves.
But that introduces another factor, A teacher from a disadvantaged
de facto segregated school with I.P.P, reported that the pupils in his
school did no work at all if left on their own. They had to be super~
vised constantly. There is tremendous variation in pupil populations
with respect to their capacity for /semi-independent work. In some
classrooms the teacher can easily lee individuals and small groups
an assignment to work on, wlile sHe spends time with another group,
and in other classrooms this may prove very nearly impossible, In
general, it is the "disadvantaged" children who are least able to do
constructive work independentlyy .

Aside from the problem of availability of personnel, there is the

problem of availability of materials..Plenty of materlals are being
~y
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manufactured. There is a constant flow of new basal readers, of
machines which present material in pictures and orally as well as in
print, of games which can he€lp children to learn phoniecs, understand
concepts, etc. but there are two important difficulties, Teachers are
given little or no paid time to familiarize themselves witn the flood
of materials on the market, and to discover what they can use to
greatest profit with their pupils. Secondly, even when they do know
what they would like to have, the central city ‘school system is able
to afford only a small fraction of it. The Individual Progress

Plan, operating under Title I in Boston, is starved for funds, and
therefore for personnel, materials, and paid ,time during which teachers
may plan their pupils' work.

Yet the teachers involved overwhelmingly testify that I.P.P, takes
far more time 'devoted to planning by the teacher than the "self-
enclosed classroom” did., That seems self-evident. Whereas previously
she had one lesson plan for her class, the "non-graded" teacher must
plan for several groups and sometimes for an individual - the more so,
the morg seriously she tries to adhere to the programme's philosoply.
Frequently, she must invent curriculum materials herself.

Non-grading is an innovation which is receiving widespread trial
not only in the suburbs but in large cities as well. Of the six city
school systems whose innovations were studies by Gittell and Hollander
(19) 211 "have begun to use some non-graded primary organization for
grade X-3, but New York and Baltimore are still regarding the program
as purely experimental. Philadelphia, since 1961, has non-graded the
fi+st three years in all its schools. St. Louis began ungraded primary
scnools in 1959 and the innovation is now implemented in all its. schools.
Detroit, which had a kind of departmental system in its early grades,
changed to a self-contained class, began a non-graded experiment in
1965, and by 1966, had implemented the non-graded primary in most

schools. Chicago began its non-graded experiment under the name

' Continuous Development Program in.1957; and by 1963, it.was in effect
in 200 schools with an additional 100 planning to use it the following
year. In addition, sorie of the schools were trying the plan in grades
4-6, Baltimore had ten schools using non-graded 1-3 in 1962, and now
nas twenty-cix schools with some npn-graded classes, includin; several
schools .nich are completely non-graded K-6. Hew York City has only
ten schools with non-graded X-2 although the first experiment started
in 1962 with one school."” Boston has had ten schools with non-graded
primeries ror the past two years, and in 1968-69 is adding another ten.

!

according to Goodlad and Anderson there was, as of 1963, no
- research evidence anywhere in the country which proved that non-grading
raized academic attainmentsds Jhat little research had been done tended
to show that it raised pupil/ and sometimes teacher morale. However, that
finding has appeared in the early phase of every innovation. Unless it
persists over a long period; it must be considered a Hawthorne effect.
This is a sociologist's term for the rise in morale which occurs simply
~as the result of the excitement and prestige which frequently accompany
taking part in an experiment. It is completely independent of the
content of the experimental stimulus. Where the fact that an experiment
is in progress cannot be disgsised, it is necessary to control for this.
Many innovations are 1ot instituted as controlled experiments, however,
and Hawthorne effects are not uncommonly taken to be the result of the
innovaticne.
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8. Compensatory Kducation. The concept of "compensatory educatiem" is
tied to the concept of "cultural deprivation", There is a familiar
body of propositions which relates the two, resting on a large amount
\ of sociological and psycnological research. (For a concise sumuary and
annotated bibliography up to 1965, see Bloom, David and Hess.( 20)¥

i
\
\
»
\

In brief, educational advantage and disadvantage are transmitted
in the first four years of the child's life, via the family. Cognitive
growth is more rapid in the first four years than in any subsequent
period, and deficiencies in that period are increasingly difficult and
expensive to compensate for as the person grows older.

Poor families may not even be providing for the child's biological
needs. A child who does not have an adequate diet cannot learn, This
extends to0 the prenatal period when, according to recent research,
insufficient proteln may damage the growth of the nervous system.
Adequate diet is also related £o the 1iving habits of poor families =
which sometimes préfer non-nutritious to nutritious foods, and which

Tsometimes do not manage to send the child to school having had breakfast
beciause the nousenold is not organised to meet this need,a

.

The child must also have some basic security and self-love to be
able to learn. Families which are t00 large for their incomes, which
are broken or disorganised, may not permit individual children to
receive the amount of warm attention they need to acquire these charac-
ter traits. Such families are found in all social classes but poor
families are generally larger than better-off families and more vulner-
able to being broken by the death or absence of a parent.

Poor families also have the largest proportion of un~ or ill-
educated parents, who are least able to function as adequate educators
of their children during the pre-school years. Children's learning
during these years depends on an environment which provides rich stimu-
lation, particularly stimulation to active exploratlon of the environ=-
ment.(21) The process of cognitive development 'is also influenced by
pvssibilities for language development tnrough interaction with adults
whose own use of language provides good models for the child and whose
communication witn thc cnild provides him with a feed-~back which permits
him to correct and expand his linguistic and conceptual tools.

In the United States, in addition to the fact that a hi;her pro-
porticon of Negroes than whites are poor (although a majority of the .
poor are whlte) the Hegro child suffers fron the consequences of a s,
caste system, not yet eradicated, which subjects him to a string of
penalties because he is Negro. The crippling effects of the system are
transmitted airectly and indirectly to children. In the Coleman redort
they appear in the much higher frequency of Negro than white children
who believe that tneir own actions have little effect on their "fate'.
The child's concept 0 nis own ability and his "sense of control of the
enviropment"” were - of all the dozens of variables studied in the
survsgée the ones most stronygly correlated witn the pupil's academic
achigdvements -~ althougzh the correlatirns almost certainly involve these
variables acting as both cause and effect of achievement. Of all the
characteristics of the gchool the child attends, the social composition
of thue pupll population was the one most highly correlated with




’ /
individual academic achievement. But no variable characterizing the

school proved nesrly so strongly correlated with achievement as
variables characterizing the child's family and the child's attitudes.,

As they enter school, "culturally deprived" pupils often lack
behavioural and cognitive abilities which urban teachers take for
granted, and consider the responsibility of the home: for instance, !
the ability to speak in sentences and to understand simple directions
in the teacher's "standard English". Lacking these characteristics,
the pupils engender an attitude on the part of many teachers that they™
cannot learn. If teachers hold a poor opinion of the pupils' capacity
to perform well, the opinion may affect their teaching in subtle ways
which tend to turn their unfavourable expectations into a self-

__fulfilling prophecy.(22)" R

Herein lies the heart of the accusation which Negrces level at
the public schools, There is, in the ghettos, something which might
be called the "slwum school truce". In effect the teachers and pupils
agree to leave each otner alone. The teachers will not botner the
students with work so long as the students in turn do not make trouble.
These schools are custodial, rather than educational institutions,

. Some years before the Supreme Court school desegregation decision of
1954, Negro students who had migrated from southern seigregated schools
ta northern desegregated ones reported with some exhilaration that the
northern white teachers "made them work" - a new, ego-enhanting experi-
ence. Nowadays one reads the same comment being made t0 contrast new,
experimental schools, (for instance, the storefront academies run by
the Urban League) with-the northern urban public schools in the black
ghetto, "Making them work" as opposed to0 not bothering to do so is
only the most obvidus way in which teachers' expectations are turned
into self-fulfilling prophecies, ) ‘

The most important attempt to "compensate” for "cultural
deprivation” is the early c¢hnildhood education project, Head Start,
which began as part of the Johnson anti-poverty programae under the
Office' of sSconomic Opportunity. Head Start is a nursery school
programme for pre-schoolers. The quality of the programne and the
numbers of children reached nave varied from coumunity to community.
In some places there nas been intensive work on cognitive growth, but
most Head Start programmes str.ss social develogment using standard
nursery school metinods. There are a few good evaluaticns of Head Start's
effectiveness which are fairly consistent in their findings. The
Coleman report evaluated thz eff:cts of participation in nead Start
during the swaner of 1965 on the performance of children who entered \
first grade *the following autw.:n. Wolff and Stein evaluated the effects
in dew York City on children who entered kindergarten in the autumn.(23)

According to Coleman's nationwide survey, Head Start was effective
in reaching the children rost in need of it. "The highest degree of
participation was in regions characterized by low socio-economic status
and low test scores ... Overall Project Head Start programs vere
offered in communities where they werc rmost needed and were attended
by pupils ... from more deficient backgrounis than pupils who did not
participate.” Furthermore, the effects of Head Start were largest for
the participants from the most deficient home backrrounds. “"Controlling
for race, region, kindergarten attendance, and various measures of
socic-economic status, it would appear that scores for participants
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were consistently higher than scores for non-participants from the same
sch6ols for pupils frow the poorest families".(24

Effects on educational motivation were larger than effects on
ability test performance., "... we find that Head Start participants
fyon lowest SES backgrounds have a highér educational motivation
than non-participants. Tuis is particularly true for Negro pupils from
poor families, although this difference tends to appear for 2ll Negro
children. For whives, participants from lowest socio-economic back-
grounds seemed more motivated than non-participants in some regicns,
whnile no efiects of Head Start participation could be found for higher
SES white pupils”. '

The greater sensitivity to Head Start exposure of the most deprived
pupils was also found by Wolff and Stein. They discovered further that
Head start children with kindergarten teachers rated as "oood" gained
more in kindergarten thin matched non-participents, while those Head
Start participants with kindergarten -teachers rated as 'poor" did less
well in xindergarten than non-participants. In general, taroughout the
Coleman report, the finding is that deprived children's performance is
more resgcansive to the 4dequacy or inadequacy of their school environ-
ments than that of non~deprived children, for whom the mersz determining
environment is the home. '

~ <

The most recent nationwide evaluation of Head Start, made by
.estingnouse Corporation and Ohio University, tested the cognitive
abilisy of Head Jtart children after a year or two of primary school
and found no difference from a matched group of children who had not
been in Head Utart. Althoursh the study unfortunately had no data %nich
might have illuminated the reasons for this ineffectiveness, it suggested
that Head Start mignt not have been sufficiently intensive, might not
have begun sufficisntly early in the cnild's life, and wizht not have
used the best yO8siblz methods. Critics of this study have pointed out
that it failed to measure the social behaviour anu educational wotivation
which previous studies had shown to be the main argas of Head Start's
effectiveness. It also fi:lled to Jdifferentiate svmrmer from year round
prograrimes.

The Cormititee for smcunemic Develoynent nas estimated that an
extension of Head start to 80 per cent of three~to-five year olds in
poverty would cost A2.8 billicn a year.(25) Compared with the cost of
other suggested innovations - instructional t2levisicn for 75-80 per
cent of the elementury and secondury scnool population iould cost £265
million 4o $1.5 billicn; one nour a day of computer-assisted instruction
for all elzmentary ana secondury pupils woulu cost 424 billion - this
seems cheap. There rer.in difficult questions. The effects of Head Start
are small - as would be expected {rowm a programme o: short duration.

The eflects do. not persist if the child oves from Head Start to an
inferior srimary scuool. Since ilead Start programmes vary greatly among
themselves in philosopny and grocedure - it is not clear exactly what
‘is producing the positive effects which ‘have been obsgerved.

In order to produce large and persistent effects, Head Jtart should
begin at age two. It seems to many that a large programme of early pre-
schooling for deprived children, combined with radical upgrading of
primary education for these same children is, on the evidence of' the
research at hand, one of the most productive educational investments
the nation could now make. Gains which nave teen fixed by the end pf
grade 3 are probabl; ineradicable. oy

[
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The other major compensatory education effort in the United States
is thet administered under Title I of E.S.u.A. through the nation's
school systems. Again the nature and quality of the programmes vary and
s0 does their effectiveness, In New York City and in Boston,
of the programmes is to invest in small reductions of ppil/teacher
ratios and in more services of the kinds already available., Research
has demonstrated, however, that small reductions of class size are
unproductive of academic improvement (Project Talent.(26)) Drastic
reduction of class size might be productive. (Some of the innovative
schools discussed above try to handle this problem by providing small
group instruction for part of the time,)

There is no nationwide evaluation of Title I's effectiveness.
Various 1+cal school systems are trying to evaluate their own programmes.
In dew York City, however, a very similar programme has been given a
competent evaluation. The More Effective Schools were found, after two
years, to have produced no significant changes in academic achievement,
though they did have favourable effects on teacher morale.(27) This
evaluation study has been the subject of sharp controversy. In particular
it has been attacked by teachers who originated the programme. As a
result, in part apparently of the evaluation, the Board of Education
has cut back the programme. Nothing in the evaluation study itself
suggested such a move. It was pointed out that iwo years may be too
short a time for effects to show and that some favourable motivational
effects on students were present. However, a previous programme  of
similar nature - Higher Horizons - showed no long~term academic effects
after an initial period when high enthusiasm seemed to be producing
results - and this experience probably influenced the Board's decision.

Zvaluations of compensatory education programmes in other large

cities have produced uniformly discouraging results.(28) It seems
poss%ble that they are a case oz both "too little" and "too late",
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The New Curricula ;

In March, 1956 Jerrold zacharias, a physicist on the faculty of
the Massachusetts Institute of Technology, sent a memorandum to
James R. Killian, then Presianent of MIT, proposing the development of
some teaching materials for use in secondary school physics. Through ,
Zacharias' efforts there developed a large-scale reform in the physics
curriculum of the high schools. The Physical Science Study Committee
(PSSC), in pioneering reform in high school physics was the catalyst
for a wave of curriculum reform in all the high school academic subjects.
Today the new curricula include several well-known programmes: in
mathematics; in biology; in chemistry; in English; in foreign languages
and in the social sciences. Slementary school science and social studies
have also been "reformed"”, but most of the effort is at the high school
level. No academic subject has remained untouched by it.

It was the poor academic preparation of the new mass of postwar
college students that convinced many ccllege teachers of the need for
upgrading high school agademic curricula. The success of Sputnik gave ‘
the drive for reform a national urgency. :

The new curricula have been most frequently initiated by eminént
men at the college level. Howéver, high school teachers have been °
deeply involved in writing and testing of the new materials. This
collaboration of scholars and high school teachers has helped to bridge
the gap between the universities and secondary schools. . .

The development of new programmes has had a level of funding that |
routine curriculum revision by local school departments never commands.
The reformers saw a chance to make a wide and lasting impact on the
schools. Most of the funds came from the National Pcience Foundation
and such private groups as thc Ford and Sloan Foupdations. .

The curriculum revolution has not, for the most part, questioned
the inclusion or exclusion of certain subjects from the academic course
of study in high school. For instance, scientists are not suggesting
that a year of geology replace biology. The present pattern of present~
ing biology in the tenth grade and chémistry and physics in the 1llth
and 12th grades has been accepted. Whaf has been challenged and change
is the content of the courses. \ :

A common objective of all the projects is to stress the underlying
structure of the subject.(29) "The Chemical Bond :Approach Project is an
attempt to develop an introductory chemistry course which presents
modern chemistry to beginning students. The presentation is intended 'to
give students a preliminary understanding of what chemistry is about,
ratner than simply an encycloredic collection of chemical reactions and
iaboratory techniques, or a mere overview of diverse conclusions held
by chemists today. Such a course must be an organized one in which the
pattern reflcctsthe structure of the discipline itself. Since conceptual
schemes play a major role in the organization of chemistry today, the
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organisation of the course in chemistry i¢ best based on conceptual
schemes", (30 ) Knowledge in any field is so0 enormous that no one can
possibly master it all. Hopefully, the student who has mastered a few
central concepts can relate previous and new learning effectively.

To understand the nature of the scientific method, the student
must be actively involved in investigation. The laboratory work of all
the new science curricula attempts to replace the kind of cookbook
experimentation that characterized much of previous laboratory
experience, The idea is for the students to have the chance to "move
sitep by step, from acquiring the necessary skills and preliminary
acquaintance with the problem, toward the frontier of knowledge, where
they can explore together a bit of the unknown and learn by patience,
carefulness and persistence to the point of obstinacy, precision in
measurement and accuracy in observation. They can sometimes experience
the joy of discovery. They must learn to ask the right question - to
frame a testable hypothesis. They must learn to draw valid conclusions
from their data and to determine the significance of their findings.
They must learn that science frequently advances through the correction
of the errors and inadequacies of earlier science. And all of this
takeg time ", (31)

Every significant reform has attempted to bring curriculum up to
date., For example, at the time Zacharias and his colleazues examined
physics texts being used by high school students, almost all used an
exclusively Newtonian frame of reference. #hile this is appropriate in
many instances, it failed to recognize the Einsteinian theories. PSSC
-uses an Zinsteinian frame of reference. '

Concurrent with new dpproaches to curriculum content are expiBr-

ations into new methods "of teaching. The student's exposure to a fairly
. lengthy experimental laboratory experience was mentioned above. Rather
than presenting a subject as if it were an unambiguous, untentative
body of "secular theology", there is an effort to make the student aware
that the answers scholars have are only approximations and are often
ambiguous. Rather than depending on the memorization of "faets", the
student is asked to seek (and not always find) answers through hig own
eitarts. He may be given several "particulars" first and asked to work
through to the "law" on nig gwue

T¢ nelp foster the inwuctive aprroach to instruction, the new
programmes usually include @ wide range of integrated materials. These
include 2 toxtbook, series of films (PSSC has over 60), inexpensive
kits for students to construct such things as their own balances out
of soda straws; laboratory and teacher guides; battery of achievement
tests; couprehensive series of related paperback books. The materials
are all designed by the same people., Each part is designed to be used
with every oiher rart to produce 2 unified learning experience.

The production of such sophisticated educational materials tends
to change the role of the teacher in the sense that she is no longer
responsible (along with a textbook) for presenting the subject matter.
She will more often be guiding the student through the material,
presenting him with intriguing problems, enabling him to work through
to tentative solutions on his own. "

A

.

- 34 -




.

But the need for quality teachers remains. "Serious limitations
are imposed upon the student's a2bility to lezrn by the instructor's
ability to teach. If the student is to be brought to the frontiers of
knowledge the teacher must know the whereabouts of these frontiers. If
the student is to be encouraged to grope, the teacher must at least be
able to suggest which of his roads are likely to be blind alleys".(32)

. Teachers need to be retrained to work effectively with the new
i curricula. Some programmes sponsored by the National Science Foundation
have used summer institutes and in-service institutes to reach teachers.
\Somé of the obstacles to teacher re-training will be discussed in the

| section on Programmed Instruction. While the problem of reaching the
. §4€,OOO physics teachers in the United States is a challenge, what about

!t\s problem of reaching 1,000,000 elementary school teachers?

i

i " Pour different means of evaluating the new curricula have been
iused: (1) observing whether students using the material appear to be
progressing successfully; (2) interviewing students and teachers using
the programme; (3) testinz studenis, using achievement tests especially
designed for the new material; (4) comparative testing of students using
"new" and "o0ld" programmes using both traditional and specially designed
new tests. The results from the comparative tests ccom to be the same
from field to field. Students who have been taught by conventional
methods do well on conventional-material tests, but often do poorly in
tests on the revised material. Students in the new courses do as~well

as students in conventional courses when the tests do not reguire the
recall of svecific terms or facts but demand problem-solving abitities.
The sharp difference between the PSSC course and other physics courses
has been recognized by the Collegz Zntrance kxamination Board which has
provided separate examinations in physics for PSSC and non-PSSC students.

One of the difficulties of determining just how successfully the
"new" curricula come over is that the course objectives are not always
clearly defined. "Unfortunately, course goals frequently have a rather
mystical quality. What does a student do when he intuitively senses the
structure of a field or thinks like a physicist?"(33)

Despite the vopularity of the new maths, physies, biology, and other
curricula with many teachers, and students, innovators are less than
satisfied with the spread of curriculum changes so far. According to
Goodlad (1964) schools using the materials are for the most part in
upper-middle class co ities rather than rural school districts and
lower class urban aread. A somewhat more optimistic picture ig painted
by Uri Haber-Schzim in tthe March 1967 Physics Today: "The PSSC course
in physics is used in i%s entirety by more than half the high school
students taking physics in the United States." But data released in
Novamber 1966 through the National Research Council stated the following:
"Snrolments in public high school scierce by type of course 1964-65

Physics, total 526,200
Traditicnal physics - 284,700
PSSC 99,900
Advanced physics 41,600

For the same time period, theé Physical Sgience Study Committee claimed
"5,000 teachers and 200,000 students" usirg its course. Contributing’
further to the confusion, Conant, in The Comprehensive High School on
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the basis of the questions "Is physics offered? If so, is any type of
'new or advanced' physics available? (For example, PSSC) "concluded:

n .. about half of all the schools responding have adopted the new
physics, about half the new chemistry, and over a half (64.9 per cent)
one of the new biology courses, Thus the evidence is conclusive that
those in charge of curriculum development in at least half the -Schools
_are alert to innovations and have adopted them". (Emphasis added,)

Shifting focus from the national scene as depicted by statistics
to the local scene as depicted by direct observation helps to clarify
the ,source of confusion. It is illuminating to read comments on this
subjeét from a Harvard field study of the Watertown, Massachusetts
school system: "Grades 10 through 12 offer traditional courses in
biology, physical science, chemistry and physics. Although the newer
science texts are used in some courses, these new approaches are offered
in name only. Lack of space, equipment, and time forces the science
department to teach content-oriented courses rather than to use the
laboratory approach recommended in all of the new curriculum materials".

(34)

The phenomenon observed is not merely local: " ... observations
will show that in the majority f high schools, teachers of science
legture 80 per cent of the class time, and that the laboratory time is
given over to 'doing experiments' wiih equipment laid out in advance;
hence, the results are postulated in advance. Yet teachers and adminis-
trators will assure the observer that the new curricula (PSSC, CHEMS,
BSCS, and the like) are being used and ‘inquiry' is the mode of
instruction. In the intermediate and Jjunior high school years, the
lecture approach is the major mode, although rot to the extent found
in the high schools. In the primary years K-3), most ‘'learning by
doing', most 'inquiry' may occur. In the colleges, the lecture is
supreme".(35) Y




.
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The New Educational Technology

l.Programmed Instruction. What are the ingredients of programmed instruc-
tion? The subject matter is composed into a sequential presentation
which may be in the form‘of a book, tapes, strips of paper, or slides.
The programme is subdivided into a series of items called "frames".

A frame is a unit of the programme which requires a student to respond.
Material presented in the frames builds up cunulatively in very small
steps. The information required to respond to a frame is contained in
that frame, or in the preceding frames, or both. In the linear

programme an attempt is made to maximize the probability of the student's
responding correctly. Errors are considered undesirable.

' Programmed Instruction (P.I.) whether by machine or book has as
its goal the continuous interaction between the "teacher" and the pupil.
Unlike the traditional classroom situation where each pupil is only
intermittently in communication with the teacher who can only occasion-
ally "reinforce his correct responses", P.I. sets up a situation where
there is continuous immediate reinforcement.

To some extent programmes reflect the learning-theory positions
of the programmer. Two divergent approaches have been called by Hebb,
the "connectionist" and the "configuratiorist" theories. The basic
controversies between these two positions in psychology have never been
resolved, (36) — " )

The connectionist position is response centered, Learnirg is
supposed to occur gradually as the probability of desired responses is
increased through repeated instances in which a reinforcement or reward
follows the occurrence of the response, Numerous student responses
punctuated by frequent reinforcement of the "correct" ones are necessary
if permanent learning is to be achieved. A fundamental postulate of the
connsctionist position is that behaviour is learned only when it is.
"emitted" and reinforced. From simple units of ,behaviour, complex
responses are assembled by reinforcement in a chain. The kind of
response being strengthened and the kind of reinforcement used need
not be logically related. All that is necessary for learning to take
place is that the student be properly reinforced. when the desired
behaviour occurs - i.e. when he answers correctly. '

The configurationist position focuses on the stimuli in the
learning situation rather than on the resvonse., "Stimuli in the
organism's environment are perceived in an organized and structured
manner; which stimuli and in what organization are dependerit upon the
characteristics of the stimuli themselves and on the previous experiences
of the learner ... Performance is not essential to learning; rather, it
is a product of learning in the sense that learning permits goal-directed,
problem-solving behavior to occur under the proper motivating conditions.
Learning itself occurs when perceived stimuli become related to each
other, either spatially, tewporally, or conceptually in the form of a
symbolic representation ... To insure that the desired learning will
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occur, the learner's attention must be directed at the relevant aspects
of his environment, and these must be arranged in such a way as to
facilitate the formation of new cognitive relationships., Insight and
ideation are important determiners of post-learning performance and
must therefore be promoted by the instructional process. Most configur-
ationist theorists believe that learning is cognitive and that the
outcome may or may not be refliected in later performance independently
of the success of learning. Thus, it is what to do, not doing, which

ig learned and later applied when conditions are appropriate for
pesformance". (37)

The distinction between the connectionist and the configurationist
theories is reflected in the preparation of programmed materials. The .
response-centered programmer, inspired by the connectionist position,
will provide many occasions for the desired response and the subsequent
reinforcement. In order that the learner may be frequently reinforced,
short frames are used with gradually increasing complexity and diffi-
culty of response. Errors should be minimized.

A stimulus-centerad programmer, sinfluenced by the configurationist
principles, is more concerned that the material to be learned is
organized and structured in a logical and familiar context, rather than
that the leurner be given many opportunities to practice the rignt
angwer. He is less likely to present the learner with material frag-
mented in short steps so that the main ideas are lost and the develop-
ment of creative insights difficult. This programmer does not feel that
wrong answers are unfortunate in that they contribute nothing to the
learner's mastery of the subject. Configurationists often employ
branching in their programmes - after a student makes an incorrect
response, he is directed to a remedial presentation which explains the
misunderstood material more fully. Stimulus-centered programmes try to
take atcount of individual differences in learners by employing several
different paths in the programme to achieve the same final mastery.
Jertain frames can be omitied if the student already knows the material.
Special material can be included to remedy a student's deficiencies.

Thus response-centered and stimulus-centered programmes are likely
to differ in their approaches to response requirements, stimulus.
centent, error control, individual differences and programme organiz-
ation. a4t the risk of oversimplification, the response-centered pro-
gramme can be identified with the linear programme and the stimulus-
centered programiie with the branching programme,

In assessing the merits of the connectionist and the configuration-

igt theories of learning, it is helpful to keep in mind the following

comments by Jerome Bruner: "The psychology of learning has been only
tangentially concerned, until very recently, with the optimal means

of causing learning to occur. Very little of learning theory is given
over, to the designing of optimum orders of encounter for the learning
of materials ..... 20w can material of a certain kind be so presented
and so sequenced that it will be most readily and most transferably
learned? .... The results of such research would provide a btasis for

a theory of instruction that is complementary to a theory of learning.
Not until we have developed a theory of instruction will we be able to
test propositions about the best way to teach something. Such a theory
is required to "prove" ideas about curriculum. #ithout a theory of
instruction, we are likely to accept uncritically some particular
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description of learning as a prescription for optimal learning. A case
in point is the idea that, in programmed instruction, "small steps and
immediate reinforcement after each step" is the best practice. What is
a small step? How shoull one choose a path up which the small steps
lead? In short, what ic the program of programmed Iearning? The
evidence on optimum program sequences is virtually nil".(38)

The first large~scale field testing of programmed instruction in
secondary schools was carried out in the Roanoke, Virginia, schools in
1960. No advantage of programmed instruction over more conventional
teaching methods was shown. Lack of demonstrzted Superiority notwithe-
standing, Roanoke decided to include.programmed materials in the
.regular curriculum for the following year. By 1962-63 programmes in
foreign languages and other subjects were in use. The Roanoke Super-
intendent concluded from his school system's experience with programmed
materials that Hoanoke learned "the hard way" by not involving teachers
far earlier in the adoption of new materizls. He estimated that it took
four months of the first year for teachers to féel at all confident
about what they were doing. Thorough teacher orientation is essential.
He also feels that teachers, and if possible, gtudents, should take
part in P.I. only of their own volition.(39) ¥

Some, conclusions that the school system of Denver, Colorado, has
drawn from experience with programmed instruction are: "The skill of
writing programs is‘apparently a slow acquisition, and the task of
testing and revising programs is slow drudgery. But the task of
selecting programs is alco a slow one", (Fund for the Advancement
of kducation.(40)) To be certain of a programme, a school system should
test it on its own students to be sure it is suitable for a given group.
The school system should know as much as ppssible about the principlea
of programmed instruction. The process of selecting an appropriate
programme takes longer than choosing a new textbook.

Although it is not considered feasible for a school system to make
all or even most of its own programmes, fommercial programmes are
criticized for ignoring the principles of good teaching: variety,
interesting writing, effective visuals, and a preliminary overview,
There is gmtdence of programmers' weak backgrounds in the subject
matter and blind faith in a stereotyped form of programming. Also
there is a lack of. research evidence that the programmes can really
teach. There is: agreement that the teacher's learning the principles

" of programming tends to improve teaching.

From the experience of using programmed materials in the Chicago
area, mostly without machines, the following conclusions were drawn:

(a) Programmed materials (including appropriate tests) used by
themselves, are not likely to satisfy either teachers or
students.

(b) Programmed materials, used within a consistently "individual~
ized" method of teacining, would enable students to move at
their own rate; but there are formidable problems that will
have to be solved before an appropriate teaching method for
this objective can be described with any assurance.




(c) Programmed materials, enriched and reinforeed by many other
activities within the class ~ in other words, employed as
aids like workbooks or films « can be used successfully by
teachers.(4l)

2. Instructional Television. To meet the challenge of rising pupil
enrolments and teacher shortages, many educators have looked for help
to instructional television. iccording to researchers Murphy and Gross
of the Academy for tducation Development Inc., "Whether measured by
the numbers of students affected, or by the quality of the product, or
by the advancemcnt of learning, television teaching is still in a rudi-
mentary stage of development. The medium can take credit for nelping
understaffed schools to cope with ever increasing enrolments. But
television has not transformed education, nor has it significantly
improved the learning of most students. In short, TV is still far from
fulfilling 4ts obvicus promise. Television is in education all right,
but it is still not 9f education eee.

"Television works as an educaticnal tool. There is no question of
its validivy'as a medium of instruction. Students can learn from tele=
vision, as they can learn rrom teachers and texts, radio, recordings,
and films. But educators are still far from grasping the real nature
and. potential of television.

"Tndeed there is evidence that undue concentration on the mediym
as such has limited television's usefulness. Television has usually
been introduced into schools and classes without changing anything
else, just as movies were used in the assembly programs of an earlier
day. Few educators have used the new technology to help bring about a
basic change in instruction, and there has been little relating of
television to other new media and technologies.

"As a matter of fact, the most_conspicuous result of television
teaching has been an incidental byproduct: the medium has displayed
in public what had heretofore gone on behind too many closed classroom
doors — uninspired teaching. But the medium should not be blamed for
magnifying the basic flaws in instructional procedures. As it has been
used to date, television cannot upgrade the quality of American educations
it can only alleviate the problems created by having too few teachers,
too many students, and swelling curriculums".(42)

Instructional television (iTV) can be transmitted by a brcadcast
station or througzh a closed circuit. The advantages of closed circuit
television can be observed from looking at the use of instructional
television in Hagerstown, Maryland. The Hagerstown system can send out
six lessons simultaneously over a coaxial cable linkihg 45 schools.

In this manner several classes may be presented simultaneously and it
is possible for a school to choose the programmes most appropriate for
its students. The programues are planned, produced and written by
teachers from the regular teaching staff. The television teaching has
been particularly helpful in meeting teacher shortages in the areas of -
elementary arithmetic, science, art and music.

In contrast to Hagerstown whose continued use of instructional
television (since 1957? testifieg t0 its successful adaptation for
classrovsn use, an elaborate Midwest airborne broadcasting system has
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failed as a device for classroom instruction. "This national technical
system, contrary to original expectations, generally has not become a
device for classroom instruction, but rather a telecasting system
emphasizing popular culture, and aimed at the adult population. According
to reports published in 1963, only.l0 per cent of this telecast effort
was directed toward classroom instruction., While the economic pressure

on education may force a continued expansion of educational classroom
telecasting, the results thus far indicate a failure of broadcast edu-
.cational television to gain widespread acceptance in depth in educational
institutions., Closed circuit television, much more successful as a
college and university medium, has met the same resistance., Extensive
availability does not mean extensive utilization", {43)

The more extensive use of instructional television in Maryland than

in the Ohio Valley area is probably due to the fact that the teachers
in Maryland had more choice in programme selection and were using
programmes created by their fellow teachers,

"It is apparent that one factor conditioning the extent of use of
televised classroom instruction is the flexibility of this medium, i.e.
its adaptability in meeting varying classroom needs. Certain tendencies
in patterns of decision-making and authority with regard to the creation
and use of televised materials already are apparent and promise to
diminish this flexibility. The general direction has been toward greater
centralization and standardization. This trend is due not only to the
inherent technological characteristics of the medium, but also to the
manner in which television is being introduced into the schools. The
production of television content is expensive and, in order to reduce
per student costs, there is great pressure to produce for the widest
possible audience for each programw. In addition, television is being _
introduced from the top down by administrative decision, and is being
developed by organizations operating outside the school system. The fact
that these organizations are sponsored by tax-free foundations does not
alter their hignly centralized decision-making approach ...

"As educational television becomes developed, the content of mass
education is determined increasingly by specialists who are concerned
with techniques of mass dissemination of messages, rather than by
professionals who are concerned with educational content. The division
of labor and correspondingly of authority, shifts as new personnel
are brourht into the educational institutions in order to develop these
media. One critic stated, or perhaps overstated, the case in the
following terms: to gct the kind of program he wants, the teacher
Tusg be prepared to struggle against men who call themselves experts".

44

Murphy and Gross report that "about 7,500,000 in the elementary
grades; a little over 2,000,000 in secondary school; and a little over
600,000 in colleges and universities; and 1,000,000 students of
undetermined grade level are using ITV. In relation to actual school
enrolment, the figures demonstrate that TV has made its educational
mark predominantly in the lower grades. The use of ITV in the secondary
school was not much higher proportionately than it was in higher
education’.

(4]




Murphy and Gross also report: "As to what was taught, how often,
and for how long, the NITL survey produced a number of interesting
findings. A large majority of all televised courses in the schools were
beamed at the elementary grades, most of them to grades four and six.
The closed=-circuit systems surveyed placed much more emphasis on basie
instruction than did schools using broadcast television. Of the
programs distributed by ETV stations, about half could be classified
as supplementary to the local schpol curriculum, about a third as basic
instruction, and a sixth as enrichment. (45)

With respect to costs, a 1962 study by henry R. Cassirer concluded:
"Because of the wide variability in types of installation, it is
difficult to give a cost estimate of operating a closed circuit tele-
vision system. Few studies have been made and they are significant only
in relation %0 the specific purposes served and the mature of the
installation".(46) The Committee for Hconomic Development gives a cost
estimate for a 100,000 -~student system model based on one hour of
instruction per student per day through television. Costs vary depending
on whether the programmes are locally produced as in Hagerstown,dissem-
inated.from a central broadcasting facility, or through the use of video
tapes. (47) )

Video tapes can take advantzge of the best of open broadcast and
closed circuit broadcasting. Particularly good open broadcast programmes
can be rented and used at the teacher's convenience. Other advantages
are: "Entire courses can be placed on tape and a teacher can be freed
to work individually with students. lectures can be given one rather
than two to five times each semester. The macrines can be used to 3
analyze pupils' work ir 2ny ‘of the performing arts - music, theatre,’
and dance. The image and sound can be recorded and played back almost
instantaneously. A student of the violin might play a passage, then see
and hear that passage replayed for him immediately. In physical education,
immediate recording and playback makes possible correction and analysis.
In public speaking, debate, and in fact in all communication, a recorded
image can be made and played back for analysis and improvement. In the
field of education a tape can be replayed numerous times to discover
details concerning.learnin_ and instruction that might be lost with
normal observational techniques".(48)

In addition to the expense of television for use in instruction
another factor to be considered is to what extent the regulag~ classroom
teacher will be able to "follow up" the television lesson with her class.
For instance, if lack of qualified language teachers prompts a school
system to substitute a television teacher for a live instructor, it
must be recognized that the television teacher alone cannot do an
adequate job. Programmes in Philadelphia, Detroit and Los Angeles
addressed themselves directly to the child but at the same time encour-
aged the classroom teachers to learn along with their pupils. Bvaluation
of the children's progress indicate that the effectiveness of the
programne depended upon follow-up, continual practice, active interest
and competence of the classroom teacher.(49)

Not only foreign language lessons need follow-up to be effective,
but also science, art, and music lessons. If the television teacher is
being used because the classroom teacher is not qualified-to teach the
subject, it is problematic how effective the necessary follow-through

can be.,_ 3 9
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3 Computer-Aésisted Instruction. A key question to be asked about any
kind of educational technology is the following: is its cost so high

that only large-scale adoption makes it economically feasible? If so,
does that mvke necessary or probable large producing organisations with
centralized control?

Organisations of national scale with centralized control in the .
field of educational technology would decrease the flexibility of schools
in meeting individual needs. Schools would find that they had to gear -
their'own activities to the schedules set by the controlling organisa—
tions dpd"to their standardized items of interrelated "hardware® and

software". .

As an example, Janowitz and Street contrast the foundations

experiment\ in airborme educational television in the 1950's with the
" paperback revolution in schoolbooks. They have been quoted above on the
subject ‘of sIV. On the paperback revolution, they have this to say:

" ... th maag textbooks and other printed materials are in interesting
contrast to educational television because the result has been a |
contribution to individualization and use of a problem-solving format...
the fundamental advantage of books is that they -are not programmei even
though some authors crudely try, so that books as media can arou
different interests and enthusiasms in different children.,.. Access-
ibility to books has been found repeatedly to be a crucial’variable in
the amount of reading; books now can be produced and distributed more
cheaply....from a technological point of view, new printing processes
could make possible greater standardization of text book content.
Nevertheless, the degree of standardization has diminished... La oe
mass market paperback firms, which represented 57 per cent of all ,
raperbound output in 1961, no longer produce the major percentage!of -
paperback titles... in 1962 they claimed only 26 per cent of the total
output. Thus, the impact of the new media...has had the result of
producting new and varied titles..:these books supplied the basis for
the dramatic upgrading of both college and high school humanities and
language courses...In 1962 paperbacks accounted for almost one-third

of the bogks on art, business, education, sociology, economics, language,
law, medicine, and philosophy...not only has decision-making over
production been relatively decentralized but decicions over use also
have been relatively decentralized. The teaching profession has been
able to maintain and even increase control over the choice of printed
materials, as they have not been able to do with television".(50)

Since Computer-Assisted Instruction (CAI) is extremely expedGive,
even wita economies, of scals taken into account, it is more -likely to .
resemble the rigid pattern of instructional television than the flexible
pattern of the paperback textbook field. Only extremely large firms
aiming for a national mass market can afford to invest in the develop-
ment of CAI. The Committee for Economic Development calculates that to
provide one hour of CAI a day for every elementary and secondary pupil
would at present cost #24 billion per annum, three-~quarters of the total
capital and current expenditures for elementary and secondary education
in 1966~67. Without, clarifying a great many considerations related to
the kind of CAI contemplated, they conclude that computerized instruction
is economically unfeasible for the present.
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Economic considerations aside, it is worthwhile to consider some

other aspects of the claims for CAI®, In considering the claim that

it contributes to "individualization", one must consider two very
"different meanings of that term. One meaning Dr. Anthony Oettinger
translates as "mass production to narrow specifications with rigid

quality control". Under this definition the student "goes exactly where .

he is told to go" but at his own pace and with some variation in the —
routes by which different levels are arrived at, the variation being — g
mainly in terms of different sorts of remediation depending on needs
(branching programmes). A quite different definition of "individual=-
ization" has to do with the cultivation of individuality or creativity.
The.two are very nearly opposite, but in the literature the distinction
between them becomes blurred.

In almost all of the experimental work done, it is the first
definition which is implicit. One claim for CAI is that eventually it
will be possible to make available to "millions of students" a very
lapge number of programmes at any time they are wanted, assuming the
student has access to a console hooked in to a lagge shared-time
computer. However, there have been some computer inulations of
situations where individualized instruction is implemented for a limited
curriculum with a limited number of students and the simulations show
that complete individualization very quickly runs up against the problem
of excessive demands on scarce resources. When this*happens, it becomes
necessary to reinstitute some kind of group scheduling. That is, certain
programmes are available to certain students only at certain times - or
else the problem of programme availability gets out of control.

A study by the Systems Development Corporation <dincluded the
simulation of an individualized ninth grade algebra course:

"The simulation was based on data that represented actual students
in the operating school. The passage of the students through the course,
receiving instruction individually and in small groups, being tested,
getting help from the teacher and being referred to the counsellor, was
simulated entirely on the machine. The results led to the conclusion
that the school's procedure for grouping students was toth inefficient
and impractical. It appeared inefficient because of the time a student
had to spend waiting for a group to form, and impractical because as
students' spread out over time the number of groups -increased and the
size of each grcup decreased. Demand for instructors soon exceeded
their available time and students were spending too much time in non-
productive waiting. These conclusions were subsequently ve-ified in the
school being simulated..."(51)

_"—//l’l 7
o

*Here, I rely heavily on Professor Anthony G. Oettinger, of the
Harvard/IBM program on Techmnology and Society. I quote from his
"The Myths of tducational Technology", Saturday Review, May 18,
1968, 76=77; and with his kind permission, from his witty and
illuminating book Run, Computer, Run, written with the assistance
of Sema Marks. Harvard Studies on Technology and tociety, Cambridge,
Mass., Harvard University Press, 1969.
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"The Brentwood system, as it currently stands, can store only a
limited segment of the mathematics and reading programs at one time.
Hence a new pupil cannot enter a group which hLas been woriing on the )
reading program for a vear and begin from the beginning - that part
of the course would have been removed to provide for later lessons. Of
course, a past lesson can be re~introduced for this student if the

opevator has been notified in advance. Given the current conditions of
computer operating systemsy/ such jugglings are not necessarily trivial.
“In the future, scaling uap” to Suppes' 'millions of school children' will

lead to the familiar difficulties,

"3imilarly, if the achievement spread of students using the read-
ing program at any one time were too great, it would very likely be
impossible for anyone to use the arithmetic sequence".(52)

In general we know from several stuiies that achievement spread
increases with age. Suppes has found "that when students are given the
opportunity to progress at will 'the rate at which the brightest f
cnildren advance may be five to ten times faster than\that of the
slowest children'. Although he began with a zroup of %tudents 'very
homozeneous in initial measures of ability! TIQ range |{from 122 to 167,

&7 with a mean of 137.5) after a year and a half the spread was 'almost
two years™ (53) It is no wonder, then, that in one observed case of ;
individualization the spread of individual variability becanme so
inconvenient for the limited teacaing staff that teachers began
"limiting the output o the fastest students".(54)

In view of these findings the projected tompletely "individualized
programs of instruction" for some b school complexes of 5,000
students are unrealistic -~ especial: .ince the student body is intended
to be heteroseneous both socially any ability-wise. The most such a
high school is likely to do is substitute a more complex tracking system
for the simple threc-and-four-track systems now in use.

Another serious problem of individualization is monitorin: student
prosress. 1t will be recalled that this was an unsolved problem during
the first year at 0ld Bethpage. it is often claimed that the computer
will relieve the {leacher or the need to monitor the stuuent's progress,
just as various tecunological devices will take over the teacher's
function of presenting materials. Monitoring by computer or by a
programme is only possible if the precise skills to be mastered and
levels ot mastery to be tested can be programmed in.

".e. the IPI (Individually Prescribed Instruction) efiort in
mathematics is 'a K-6 math curriculum with 800 criterion points's ...
ees 0V nevel C-Numeration: 1. lead, write numerals 1-200. .equence
from any startir, point ... Flace Value: 1, .dentifies place value of
the units, 10's, 100's to 200. Indicates 'greater than' 'less ihan',
~ddition e..3, oums 0: 2 or 3 numbers, no carrying. (MNaJS_oBOUT CAI,
tay, 1967, z=nteler, Inc.)

"Pn. value of vhatever success the Pittsburg (IPI) project may
eventual 1y srnieve thus clearly depends on the value one attrehes to -~
the 'vehaviorally defineu objectives for each sub-area in the subjects
invoived, ' in short, to tne '8 criterion points', This criterion of
syc.»us performance is crucial and shoula never be lost from cight
among the technicalitiez ... In fact, so long as it is policy to strive
toward uniform goals, allowing individucl variations only in style,

~ .9
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speed or level of achievement, the success of individualization in the
narrow sense described .. (above) .. seems more likely to reinforce the
stamping out of idiosyncrasy in the school than to encourage individual
variatien in goals", (55)

Another problem with computers and similar educational machines
ig their incapacity to stand up under the kind of use children give them.
‘A user reporting on students' work with a computer in a statistics course
mentioned that the computer was very often in a non-functioning state -
which was just as well, he said, since it gave an added touch of realism
to the course. Iany nigh school language laboratories have had to hedge
the use of equipment with highly regimented rules. One such set of rules
quoted by QOettinger warns "No one is an individual in thé language
laboratory"! This sort of thing arises from experience with students
unwiring headsets; unscrewing screws; destrcying tapes, etc. One wonders
what a school system which tells teachers to keep textbooks out of
pupils' reach except when they are actually in use for a lesson would
feel about the prospect of expensive, deliczte machinery in the hands
of these same children. Such problems would be trivial except tha— they
occur so universally and with such reguluriiy. Teachers, who are often
made responsible for keeping equipment in good condiiion, do so by
stashing it in the closet.

4 final point that Oettinger emphasizes should be mentioned. It
is often saiu that educationzl technology will nelp solve the teacher
s..ortage by making education capital-intensive rather than labour-intensive
(though this is generzlliy not said to audiences of educators). "There is
merely no evidence for this," he states. P.I. requires highly skilled
constructors of prosraimes, less ckilled macaine programmers, engineers,
maintenance men, repair men, etc. sducational television requires the
whole panoply of occupations connected with television: directors,
producers, cameramen, prop men, sound men, lighting experts, film
editors, etc. Very many o. these occupations are nigher paid than
teaching, and in some of then, for instance computer programming, the
shortage of manpower is serious. The differcnce in pay scales makes it
unlikely that all these technicians would be "the servants of the
teacher" as advertised. And if teachers themselves acquire any of these
skills - such as programriing - they may leave the clasoroom for greener
valleys.



II1. THE PRCCESS OF INNOVATION /

The process of educational innovation, a tgpic related to the
sociological theory of complex organisations, Has been the object of
very little study, most of it recent, Resear;hers generally agree that
the stimulus for educational innovation usually comes from outside
educational institutions, rarely from withifi, Why should this be so?
Gittell and Hollander whose study of Six Urban School Districts
emphasizes the failure of the city school systems to change in response
to a radical change in the composition of their clientele, attribuie the
failure to several fag¢gtors. They emphasize that these systems are too
large and overcentralized., Th= concentration of decision-making pgwer
among a small cadre, ©0f career officials and the fact that this cadre.
must make all theémaln decisions for such a huge system, makes the -,
policy-making process glacially slow. In addition, they point out that
most of the pollcy—maklng c.ire in each system tend to be recruited
from within it; ‘that is, they are career bureaucrats who have made their
way up to the ?bp within thait same system and have accumulated a large
numb r of personal allegiances along the way. Their integration into a
network of perﬂonal obligations makes it very difficult for, them to
innovate, since innoves ion would usually disturb groups and persons to
whom they owe loyalty. School superintendents from outside are.more
innovative than superintendents chosen from within the system - but
this is so only if they are provided with the means for recruiting an
adequate staff loyal to themselves; if they are dependent on the staff
work of long-time insiders, their efforts to innovate can be easily
subverted.

These findings leave unanswered the question of why it is that
recruitment of teachers and administrators is so inbred. Part of the
answer for a city like New York is the fact that at some past time its
own standards for teacher qualification were nigher than those of the
state. New York City teachers must pass a city examination in addition
to meetins the state qualifications. It is doubtful that the city
exarinations still function in the way that they once did. Their main
consequence today seemsS to be that those "in the know" with respect to
the character of the examination - and these tend to be the graduates
of a relatively small number of training institutions in and around the
city - are the most likely to rass it, while able people from other
parts of the country are eliminated by 1if%.

Another re:son there has bteen little innovation frowm within city
school sy.tems is that ther- has been no surplus of resources for
innovation. The budget is almost completely accounted for each year by
routine commitments, mainly to salaries, supplies, and plant maintenance
and expansion, often at 2 less tnan adeyuate level. A school system which
must house pupils in old, uncafe buildings, waich can barely supply them
with the minimum necessities in terms of textbooks, paper, and chalk,
which has a gsevere shortage of teachers nct to speak of specialists
like testers anu remedial readin: staff - can hardly be eXpected.to
innovate. Sven if an innovation promises to save money eventually, the
process of instituting it is likely to be expensive.

-
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Galbraith has written about the general tendency of the United
States to affluence in the private sector and underspending in the
public sector.(56) Before World War II, education was not regarded as
an especially central institution, That has changed. kducation is now
seen as quite central to private interests in "upward mobility" and as
a consequence there is more public willingness to invest in it. Howevexz,
education still lacks lobbyists where it needs them - often in state
legislatures. The concern in the 1910's and 1920's to divorce schools
from the political party "spoils system" has led to a ritualistic
avoidance of poliiics by educators which has become unreal and uncon-—
structive. It has amounted in many cases to ceding influence to schodl
boards made up of representatives of the business community whose chief
concern is to keep dewn local taxation. It has meant that educators
hesitate to bring pressure on state legislatures to allocate more money
to education. In big cities, it is often the mayor who must be the main.
spokesman of the city's interests before the governor and state
legislature; but a school system completely independent of mayoral
control is not likely to find a strong spokesman in him,

Another reason often mentioned for the lack of innovativeness in
school systems is the nature of their organisational structure. Although
most professionals these days, including those in the o0ld free professions,
work within complex organisations, professional personnel function in
special ways in thosc contexts. Altnough there is constant tension between
the demands of ‘professionalism and the organisational requirements of
bureaucracies, doctors ih hospitals, scientists in industrial research
organisations and professors in large universities are able to maintain an
autonomy in their work which is based on their expertise. They are able
to participate in a system of sanctions dispensed by their peers, and
t0 maintain a democratic collegiality in team work rather than a hier-
archical command based on official status. Students of organisation
agree that where authority is based on expertise rather than on hier-
archical position - that is, where the type of structure arising from
professionalism exists within the organisation, the organisation is
more likely to be innovative than if it were bureaucratic. However,
school systems typically have the bureaucratic type of structure rather
than the professioh@l, and this seems to extend to colleges of education.

Y ‘

A case study of! itself, by the Center for the Study of Educational
Administration at Ordgon - one of the U.,S.0.E. Research and Jevelopment
centers - found that there was a dcep cleavage in the patterns of
communication and behakiour at the Center between the staff members who
came from the field of education and those who came from the behavioural
sciences. In general the people engaged in basic research were the
behavioural scientists and those working in development and dissemination
were educationists. The author divided the personnel, according to their
patterns of communication, into Organisation lMen and Research Men. He
found several differences between them. (1) The Organisation Men
regarded the Center as an end in itself; they felt it a duty to know
everyone's name and rank. They used the Center's library, attended its
seminars ana read its internal memoranda with care. The Research Men
regarded the Center as an instrument for getting research done. They
were not especially concerned about knowing everyone's name and they
were far lesSs concerned with rank than the Organisation llen. They used
the university library in preference to the Center library and they did
not attend Center seminars so freguently nor read internal memoranda
with such care. (2) Although the graduate assistants to the Researchers

-
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tended to be young students while the graduate assistants to the
Urganisation hen were often men of mature years and many years'
experience in educational administration, the Researchers treated their
assistants more nearly as colleagues - asking their advice, for instance,
whereas the Organisation Men treated their assistants as inferiors and
never asked their advice. The assistants thus found the experience

traumatic. Organisation iven spontaneously identified themselves
and others in terms of their rank. Research Men spontaneously identified
themselves and others in terms of "what they were working on". There

was little communication across the boundary between education and the
behavioural sciences; thus, functlonally speaking, the Center was not
very "interdisciplinary".(57)

This study is cited here to indicate that education is a quasi~
professional field. Schools of graduate education apparently socialise
their students for the behaviour appropriate to the bureaucratic systems
in which they will function. The teacher, as a quasi-professional, is
in a position filled with contradictions. On the one hand she leatis
heavily on supports and materials which in effect encroach heavily on
her autonomy: curriculum guides, textbooks, "advice" from principals
and supervisors. The effort to devise curricula and materials which
will be "teacher-proof" is evidence of the view held by the authors of
these curriculum materials that teachers are not to be trusted with.
professional judgements. Much in the teachers' own behaviour resembles
that of the bureaucratic employee more than that of the professional.
Teachers feel little obligation to keep up with any literature or to
seek out new and better ways of performing their functions. Rather
than searching for new practices they often feel that there is an
admission of inadequacy in imitating the practices of another teacher.
New teachers coming into the schools from colleges of education are
criticized by the older, established teachers for any fresh new practices
they try to introduce. Introducing new practices is regarded as
"showing-off" and 'rate-busting",

At the same time that the teacher does not, in many ways, behave
as a professional - nor is she permitted to do so by the system -
teachers think of themselves as professionals and use professionals as
- their reference group. Consequently they resist innovations introduced
from outside as an encroachment of their "professional autonomy". Non-
participation in decisions affecting them is deeply resented, especially
if those decisions are made by "outsiders" rather than by their
recognised superiors within the school system. The notion that'non-
educators"” can make competent decisions about schooling seems especially
to fly in the face of claims that education is a profession. Thus
teachers, principals and superintendents do not relish the control over
educational decisions which is intermittently exercised by lay boards
of education. This is bad enough when the lay boards consist of citizens
whose own education equals, or surpasses, that of the educators. When
there is a threat that decisions concerning their competence and
concerning matters like curriculum, will be made by boards of laymen less
educated than they, and of lower social status than their own, the
situation so flagrantly denies any professional expertise to the educators
as t¢ become, fron their point of view, intolerable, It is the fact that
education has a weak knowledge base which makes threats of this kind
from the laity possible,
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Another cause often cited for the lack of innovations in school
systems is the fact that they are monopolies, Since they face no
competition, they need nét| be concerned with improvement of their
services. In point of fac¢t, the public schools are in competition with
private and parochial schopls, and they have lost to those schools many
of their most academically ‘able pupils. S%ill, the law guarantees them
a clientele, however unwilling. A number of critics have proposed that
competition between schools for this clientele should be introduced in
some form. One proposal is that parents be given a state tuition allot-
ment instead of being provided directly with educational service.
Competing schools could then be organised and parents might freely
patronise whichever they wished. Levin (58) has criticized this proposal
on the obvious ground that it would lead to a still more unequal .
distribution of resources among schools than now exists. Better off
families could add to their public allotment and pay for superior
teachers and facilities, while those who were economically weakest wonld
have to be content with what their public allowment could buy. The
present form of public provision is at least somewhat redistributive.
Levin and Sizer (59) propose to maintain this redistributive character
of the situation by giving a public allotment only to the low-income
segments of the popuiation on a principle something like that of the
negative income tax. Other proposals simply suggest that there be a
variety of types of public school organisation: schools run by the
federal government (as on Indian reservations); by the states; by local
communities; by private agencies under contract to the state; and so on.
The idea is to introduce competitive diversity and thus encourage
experimentation.(60)

A final reason why school systems are not innovative, especially
in comparison to industry, is the well-known fact that the material
parts of any culture are the most easily changed, while the core values
change most slowly and with most difficulty. Schools are not merely
instructional and classifying agencies. They socialise; that is, they
train children in the core values of the society, supplementing the
work of the family and church. Furthermore, the instructional aspects
of schooling and the socialisation aspects, wnile analytically separable,
are not serarable in action. Every instructional process is also a
process of socialisaticn. If instruction involves authoritative present-
ation of subject-matter by a teacher and its passive absorption by the
pupil, it is at the same time a process of socialisation to authori=-
tarian relationships with adults. If, on the other hand, a "discovery
method" of instruction is used and pupils are encouraged to arrive at
principles from their own observations and inferences, with limited
guidance from the teacher, this is at the same time a process of
socialisation to personal and intellectual autonomy. A very different
kind of socialisation is going on if a teacher cannot admit he does not
know sometning, because to do so would undermine his control over his
students, and if admitting he does not know things and joining with his
students in "finding out" is a routine occurrence.

wvery conceivable innovation has some consequences over and above
its instructional ones. Yometimes these are minor; but they may be very
important and, if given no thought in advance, may arouse unanticipated

An experiment with "tuition vouchers" will begin in the United
States in the autumn of 1970.
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reaistance, To take just a passing glance at an example, if the non-
graded school really dispenses with the rough correspondence between
level of expected accomplishment and age, which now pertains, the
consequences could have many ramifications. Age not only has correlates
in physical maturation; age-grading is-a major basis of social structure.
Bach phase of the life c¢ycle has its appropriate privileges, obligations
and prestige. For children, age is an extremely important basis for
awarding prerogatives and demanding increasing responsibility in return.
Children in school feel .extreme shame at being classed with those very
much younger than themselves. The importance of being a "fourth grader"
is great enough to motivate sincere striving toward the expected
behaviour - as opposed to "third grade" behaviour. what would happen t0
these powerful levers of social control if age and levels of academic
achievement wers to become completely unhinged?

Not only is there resistance to innovation in school systems ~
there is also the phenomenon of over-diffusion. Because of their limited
resources, schools are vulnerable to contingent handouts. If "innovation" \\
is the price of getting federal money, they will seek frantically for
something to do which can be labelled innovation. If the word from
Washington is "community participation”, there will be something called
by that name and resembling it sufficiently to get the money. If huge
sums are made available to test the feasibility of computer-assisted
instruction, some school systems will contract to test its feasibility =~
often to gain political credit for being "innovative". It would be
better all round if federal aid to education and the subsidization of
innovation were kept separate and called by their right names.




A
v

\\\ IV, THE NEED FOR KDUCATIONAL RESEARCH AND RESEARCHERS

This section relies heavily on two papers by Sam Sieber (61)(62)
who, together with Paul Lazarsfeld(63) has written the best recent
surveys and analyses of the organisation of educational research in the
United States. '

The infusion of federal funds which has sparked so much other
educational activity since the mid-fifties has also given rise to new
organisations devoted in part to educational research. Many of them
devote a large part of their activity to development without accompany-
ing research, however, and a good part of what is called "research"
would not be labelled either basic or applied research in any of the
natural or behavioural sciences, By this is. meant, for example, that
"evaluation research" in the field of education traditionally refers to
the observation of a project or a school system by an expert consultant
who then writes an informed, qualitative assessment. Such evaluations
are extremely useful, but they do not coincide with what is understood
in the behavioural sciences as "evaluation research". Much more that is
labelled "research" in some organisations is social book-keeping: the
collection of basic statistics concerning enrolments, staff sizes,
school retention rates, costs, teacher/pupil ratios and so on. Again
it is conventional in the field of education to label such important
and necessary book-keeping activities as "research" but this differs
from the conventional use of the term in the liberal arts and sciences.

There are four major kinds of organisations engaged in educational
research (leaving aside the R and D activities of private industry
related to educational technology). First, there are university-based
research units. In 1964 Sieber and Lazarsfeld found 70 of these based
in graduate schools of education (o< which there were then 110), a
quarter of them having been founded since 1960. Only about a third of
these units were exclusively concerned with research; two-thirds gave
more than half their budgets to research, while the remainder gave more
.than half to services. "Typically, personnel associated with these units
prepare unsolicited proposals for submission to foundations, the uni-
versity or the federal government, the latter being the major source of
research support in the country. Overall the areas that are most
commonly researched are: tests and measurements, methods of instruction,
educational administration, reading, and psychology of learning". Most
of the gtaff are faculty members devoting part-time to research, and
graduate research assistants. About a quarter of the professional
personnel have been recruited from behavioural science departments
outside the school of education.

Another type of university-based rcsearch organisation working in
the field of education is that found in behavioural science departments,
especially sociology, psychology and social psychology, which devote
part of their programmes to educational research. The Bureau of Applied
Social Research at Columbia University, attached to the Department of
Sociology, is an example. B,A.5.R., founded by Paul F. Lazarsfeld, is
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famous for its contributions\to the American tradition of empirical
sociological research. In recgnt years at B..L.S.R. there have been many
projects in the sociology of ercation. While only a portion of the
Bureau's large programme is related to education, all of what it does
is basic or applied research in the "hard-nosed” behavioural science
tradition. :

Another university-based group\ are the ten Research and Development
(R and D) Centers, supported mainly by federal funds under E.S.Lt.A.
The funds for each center average about $1 million annually. Bach one
focusses on a special educaticnal problem such as cognitive learning,
teacher education, individualisation of\ instruction, higher education,
or educational administration. The centers are supposed to invent new
educational practices as a result of on-going research, test them in
the field, and disseminate them. Only a portion of their activities is
devoted to research. Development and dissemination are a major part of
their mandate.

. Still another group of organisations with federal support on about
the same scale (but with other sources of suppdrt as well) are the
inter-university consortiums which make up the Regional Educational
Laboratories. There are twenty of these. They arg committed to trans-
lating educational research findings into practice in local schools
within a designated region. B

The seccnd type of unit is research organisations based in State
vepartments of Education. Most of the activity in these units constitute
research services, such as consultation on proposals for federal funds
being prepared by local school systems, summaries of research on various
topics, screening of proposals from outsiders who want access to the
schools, and routine statistical services. Another major part of the
activity is the state's educzational book-keeping. In a few states
another activity is evaluation, usually not based on systematic,
empirical research but on the evaluative impressions of experts.

]

A third type of unit is based in local achdol systems. When these
are in big cities, the research unit may be larger than that of the
state department of education. Most of the work is of the same nature.

Fourth are private, independent research organisations. Among these
are the well-known testing organisations, like the Educational Testing
Service, organisations sponsored by professional associations like the
Office of Research of .the American Council on Education, and research
done by scholarship agencies such as the lNational Merit Scholarship
Corporation. The testing organisations include a heavy representation
of non-education personnel, largely recruited from psychology and .
statistics.

In a 1967 interview, R. Louis Bright, then head of research at
U.8.0.8., said that the regional laboratories funded by U.S5.0.E. were
doing "practically no research. There is no fundamental research", and
that the R and D Centers were spending 30 ver cent to 40 per cent of
their time on basic research and the rest on applied research. (64

o0
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Education is not the only or first field to suffer from the
federal government's short-sighted emphasis on funding "applied" as
opposed to basic research. It has also been federal policy in the health
fields +to a greater extent than scientists like. The exhortations to
the field of education to emulate industry's policy of investment in
R and D are misplaced. Industrial R and D has the whole wealth of basic
natural science theory to draw on, while education has no similar wealth
of either natural or social science theory as an underpinning for
"development" studies. That is why so much that passes for "development"
and *innovation" is mere fasnhion. There is t00 much emphasis, not only
on development, but on dissemination where there is nothing well-tested
and worthwhile to disseminate, .

No doubt part of the reason for the present situation is that
educational research, traditionally, has been so unproductive that it
is no longer looked to for results. "Consensus on the failure of edu-
cational research to improve school practices is so widespread that the
point needs nc substantiation here, For example, in a recent survey 90
per cent of the deans of education in the nation denied that we already
know so much about the teaching-learning process that the main problem
is dissemination of knowledge". (65)

The Sieber and lLazarsfeld study provides both an explanation for
this lack of productivity and a warning that a radical change is needed
in the current occupational structure of the educational research field -
a change which U.S8.0.E. policies have thus far not promoted.

The problems of educationusl researcn have stemmed from the histor-
ical isolation of education faculti:s from the liberal arts and Sciences
even when they were on the same campuses: from chronic shortages of
personnel, from pressures by schools for services, wnich have drained
the schools of education of energies and resources whicn should have

_ &one into research, and from the relatively poor quality of graduate

students in education. )

"The founders of educati nal research were no. trained in profess-
ional education for the simple reason that graduate schools of education
did rot exist when these men received their training. But when schools
of education wer. created, the founding fathers quite naturally moved
into these new institutions. Their students had less backrround in non=
educational fields, and the students of these students were even more
provincial, and so the cycle of in~breeding and provincialization
continued, Later generations therefore became increasingly isolated from
the main strears of scholarship in the academic departments of the
universities.

"One terrible consequence of this isolation has been a neglect of
theoretical frameworks for the guidance of research...many educational
researchers are content to collect random facts about schools, to spend
their professional careers evaluating trivial educutional inventions,
or to compare program A with program B in 2z single school ...
another dismal consequence of this isolation,.. has been preoccupation
with psychological researth’on education, particularly the'test and
measurement' approach to gesessment ... all of the eminent men who
launched the field of educptional research forty to fifty years ago were
themselves psychologists .\. thne other social sciences were academically
immature in those days... but the in~breeding ... prevented the faculty
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from keeping abreast of developments in political science, sociology,
history, and economics over the past forty years ... A survey was
carried out in 1964 among all the authors of research articles on
education that appeared in some forty journals. Only 4 per cent of the
authors were social scientists other than psychologists. And among the
projects supported by the Co-operative Research Program of the
U.8.0.B. from 1956 to 1963, only 10 per cent were conducted by social
scientists other than psychologists. What this means is that dozens of

regeargh topics are awaiting the attention of behavioral scientists”.

Sieber goes on to point out that schools of education have been
less successful .than other professional disciplines in insulating
themselves from demands for routine service work by schools. "It should
not be the obligation of any institution of higher learning to give
routine help to schools, anymore than it should be the responsibility of
a medical school to take care of patients,... or of a department of
sociology to conduct the census, unless these activities are conducted
solely for training purposes. '

"In short, a resurgence of interest in developmental and dissemin=-
ative activities which is not linked to new and improved research ...
(will mean) a myriad of educational fads whose sole value will be
political ... this is precisely the direction in which the academic
community is being pushed even farther by recent U.S.0.E. outlays for
development and dissemination combined with holding the line on research
funds". (67) ,

The conglomeration of non-research and quasi-research roles in
education, produced by accidents of history is accepted today as the
demand structure dictating the future supply of educational research
manpower, It is difficult to develop educational researchers within
schools of education because more immediately pressing practical demands
divert them. Only 5 per cent of those who enter graduate schools of
education complete degrees. Tanis is connected with the fact that graduate
work is usually postponed until after some practical experience in
teaching has been obtained, and most of it is entered into to get
"oredits" toward advancement and higher salaries for which degrees are
not always required.-Professors of education are loaded down with
teaching and supervisory responsibilities so that their research, if
any, is necessarily spasmodic and fragmentary. "... out of all persons
conducting research oriented toward the concerns of professional
education, only 3 per cent are full-time researchers. Half devote less
than 21 per cent of their time to research"., And finally, schools of
education as shown by variou: measures of the qualificutions of students
entering them, have attracted the less able graduate students in the
university.

"The implications for policy are four: (1) More researchers from
the behavioral sciences need to be recruited and trained for work on-
education, and particularly for work that strives for theoretical
cogency and breadth ... almost all of the Research Training programs
supported by the U.S.0.E. are located in schools of education. In other
words, the traditional structures are still training the next generation
of researchers ... In the meantime the R and D Centers and Regional
Lavoratories will have to continue recruiting from schools of education,
despite their alveady desperate search for non-education-trained people.

o
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"If we wait much longer, people with educational backgrounds will gain
positions of authority_ im these new structures, and the in-breeding J¥®
educationists will simply be transferred from the old to the new
institutions at public expense.
-

"(2) The current hysteria for 'development' and 'dissemination'
should EOt be permitted to drain off the available manpower for
re search,

" Although systematic research is by no means the only avenue to
good educational ideas, a larger pool of researchers is needed to
evaluate even those brilliant ideas that are not derived from research ..
the Research and Development Centers ,,. should not be rushed into the
production of teaching materials, but should be permitted to demonstrate
the value of sustained inquiry, And finally, a-balance between research
and development funds should be carefully preserved in the programs
of the U.5.0.E. (As a result of recent congressional appropriations
this balance has been badly upset, with far greater weight being allotted
to action programs in schools; and the greatest casualty of all was
the Research TralnlngiProgram, which was actually cut back after only
one year of operatlon.)

"(3) ,.. research talent needs to be identified and encouraged at
an early stage so that students will go on.for the ddctorate -without
interruption, and then continue into research jobs; and the best
researchers need to be released from traditionzl teaching obligations
so that they can conduct special research training programs and
supervisg students' research.

¥ .
e "€4) "™he relatively poor quality of graduate students in education
means that sufficient funds have to be offered to attract the better
students in other departments particularlv in view of the competition
‘with other fellowship programs in the behavioral sciences; and that
standards for entrance to advanced degree programs in education need
to.be raised".(68)
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V. INNOVATION: SOUND AND FURY?

‘Much of United States education is improving rapidly, but the
educational aspiratfions of nearly every group in the populatlon are
rising faster stilll, Many of the troubles our schools face have their
roots in larger socfal problems, but they are played out on campuses
because that is where such a large portion of the society conducts its
daily affairs,

The best of our elementary and secondary schools are the finest
the nation has ever had. The same is true of our best colleges and
universities., Some central city school systems have declined from
earlier péaks of excellence, but even in decline they are better than
the legally segregated Negro schools of the old South whizh, for much
of their clientele, they historically replace., To be convinced of this,
one need only look at the national comparison of school facilities __
available to Negroes and whites as set forth in the Coleman report and
then at the comparison of Negro and white Southern segregated schocl
facilities in the report of President Truman's Civil Rights Committee,

To_Secure These Rights (1948).

So iong as the bulk of american Negroes ‘made their living from
Southern agriculture, the gross inferiority of their segregated schools
was barely perceived as a problem by whites. Today the destructive
effects of that long history of inadequate schooling must be made good.
Until it is, blacks cannot join the mainstream of American society, The
task of educational irnovation lies in extending more nearly equal
educational opportunity to disadvantaged minorities, lagging regions,

.low-income groups and crisis-ridden cities. Innovation without the

political will and a large investment of resources will be useless;
but innovation is necded,

Have the innovations described in this monograph much to offer?
It is hard to say bzcause most of them have neither developed out of
basic research nnr received competent evaluation.

There are several strands of basic research which hold promise
for solving the central problems. One of these suggests that a key
organisational strategy for upgrading disadvantaged pupils is social
class desegregation. Research studies have repeatedly found that
youngsters from educationally weak homes benefit by attending school
with classmates who have well-educated parents. Racial desegregation
appears to be beneficial not because af anything to do with race but
because it puts disadvantaged black pupils into contact with education-~
ally advantaged whites. It would be equally beneficial for them to go
to0 school with black youngsters who had well-educated parents,

Unfortunately, the separatlon of the soclal classes into cities
.versus suburbs is probably increasing ‘the social class segregation of
American schools. The sharp residential segregation of the social
classes is disastrous, and not dnly for schooling. A few suburbs in
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the greater Boston area which have incorporated small numbers of black
students into their schools through bussing are now promoting luvw income
housiqg within their boundaries. Housing policies which promote hetero-
geneous neighbourhoods are vital for educationes

Another body of important basic research is the study of learning
in early childhood. Psychologists are making new discoveries about
learning in infancy. The more they learn, the earlier the middle class
child's advantages seem to begin. Recent research is beginning to
specify what those very early advantages are. The more preciraly this
is known, the more obvious it will become what kinds of "compensation"
will work best for children who are presently deprived of the founda-
tions for effective academic learning.

A third line of basic research potentially of practical importance
is the sociological study of complex organisations. Everyone senses
- that bureaucratic structure, functional for some kinds of industrial
and governmental administration, is dysfunctional for teaching and
learning. Sociologists of educztion are beginning to specify why this
is the case: how the teacher's role becomes replete with strain; how
the selection functions of the school interfere with education; how the
bureaucratic ru~rture of the school system inhibits innovation. They
are alsc stuay: he organisational conditions under which teams of
scientists ana .. r professionals are most productive. This research
has obvious relevance for educational inngvation.

+ 1s becauss the innovations now popular are not grounded in any
we1i=iLr3ted theory that they present so unpromising a picture. Head
Start, for instance, seems to be ineffectual academically. This is due
not only to vhe fact *hat the programme is too brief and diffuse but
also to the fact that we do not yet have a fully adequate theory of
early childhood learning. Similarly, to recall Bruner's formulation,
there exists no theory of instruction, which might provide a programue
for programmed irstruction. Or again, while it is obvious that non-
grading, team teaching, and flexible scheduling portend a radical change
in schools as organisations, there appear to be few attempts to look 2t
the consequences for learning of ihese innovations viewed ac changes in
the context of social relationsuips in which learning occurs.

Evaluation research of a high quality is also much needed. Title I
and Title I1I of E.3.Z.A. require grantees to evaluate their own
projects. Not surprisingly, this has resulted in a flood of favourable
reports which, however, are contradicted by such objective evaluation
as we have. The disinterested evaluation researcner is nearly always
an unhappy man caught in a political crossfire of vested interests
which avtack his motives and his metunods. As a result, researchers tend
to stay clear of this ¥ind of work. The difficulty lies in the structure
of educational R and D which permits groups to develop heavy stakes in
the apparen®t success of large-scale innovations that were never
adequately tested on a pilot basis. EZvaluation research has also been
unduly narrow - testing only whether certain outcomes were achieved
but leaving unexplored the gquestion of what elements in a complex
innovation are causally linked with outcomes. (69)




In the long run, no particular innovation is as important as the
institutionalization of innovativeness. The question is how to do it.
Part of the answer is more resources. Another part is a greater
professionalization of education. However, education can become fully
professional only if it is based on a genuine expertise which in turn
rests on a so0lid body of educational theory. Innovativeness can be
institutionalized only if basic and applied research of high quality
are institutionalized., As Sieber and lLazarsfeld have pointed out,
appropriately trained manpower in sufficient numbers does not exist,
nor are schools of education presently suited to produce it. Ways must -
be tound to attract researchers in the natural and behavioural sciences
to educgtional problems and to support their training and their work.
This manpower problem needs serious attention.
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